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TRI‘RS GUIDE: ‘

INTROOUCTION

This module fs one in a series of training packages that have been
designed for working with the handicapped adolescent and young adult in
correctfonal settings. This particular module focuses on the Overview of
Special Education. The complete set of C/SET Training Modul8s incTudes
informatfon on the following topics:

Module 1: Correctional Education/The Criminal Justice System

Module 2: ghara;teristics of Exceptional Populations (Juvenile and
dult

Module 3: Overview of Special Education

Module 4: Overview of PL 94-142 and IEPs

Module §: Assessment of Exceptional Individuals

Module 6: Curriculum for Exceptional Individuals

Module 7: Instructional Methods and Strategies

Module 8: Vocational Special Education

MOOULE COMPONENTS

This module has been designed as a self-contained training package. It
contains all the information a.. materials necessary to conduct training.
Additional information and materials can be included at the discretion of the
trainer.

Instructional Design Specifications. This cover page includes the
totlowing information:

Module Title
Competency Statement
Rat fonale Statement

Prerequisites
Module Objectives References
Evaluation Procedures and Criteria Handouts

Learning Activities and Alternatives Overhead Transparency Masters

Content Qutline Training Evaluation Form

RECOMMENOED PREPARATION PROCEQURES

1.  Review Materials.

The trainer should thoroughly review the entire
package and become familiar with the content of each component .

ERIC
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2. Conduct Needs Assessment.
a. Type in the name and address of the trainer on the Needs

Assessment Form.

b. Ouplicate {he form and distribute to participants well in advance
of the established training date(s).

Note: Each item on the Needs Assessment Form corresponds to a
major unit or section of the Content Outline as designated
by a number, decimal, and a zero (e.g., 1.0, 2.0, 3.0). As
such, each needs assessment question represents a very
broad content area.

A trafner may design a more specific needs assessment
instrument by formulating questions related to subsections
of the Content Outline. This fs recommended when there fis
a specific pre-determined forus for training or when there
fs a 1imited amount of time for training.

3.  Review the completed Needs Assessment Forms.

4. Select the topics/content to bLe presented.

5. Formulate objectives for the training sessfons. The major objectives
are listed on the Module Objectives pages(s). In situitions where the
training is more Highly Tocused, the trainer should formulate more
spectfic objectives.

6. Octermine evaluation instruments and procedures. Evaluation procedures
and questions corresponding to the objectives are listed in the
Evaluation Procedures and Criterfa section. Additional evaluation
questions sphouid be developed in situations where additional or more
specific objectives have been formulated.

7. Oetermine learning activities.
3. Review the Content Qutline section and select the content to

be presented.

b. Review the Learning Activities section and prepare learning
activities That reiate to the objectives.

Note: It is recommended that the format of the training session
fnclude frequent participant activities in additfon to a
traditional lecture presentation. For maximum effec-
tiveness the trainer should change the format of the
sessfon at least every 30 minutes. In most cases this
will require the development of additional learning
activities,

8. Prepare overhead transparencies.
a. Select and make overhead transparencies that will be used in *the
training session. .
b. Additional transparencies shoulo be developed by the trainer when
specific information needs to be emphasized.
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¢. In some cases the * ner may need to enlarge the transparencies
when the training .on will be conducted in a large room. Some
transparencies will need to be separated where two have been placed
on a page.

9. Prepare handouts
a. Select and duplicate handouts.
b. Additional handouts and materials for activities should be developed

as needed.

DELIVERY OF MODULE TRAINING

The following is a 1ist of recommendations for trainers relating to the
delivery of module instruction.

1. Select a site conducive to training by considering the following:
a. adequate size
b. temperature control
c. ventilation
d. acoustics

2. Provide comfortable, moveable chairs and a hard writing surface for
each participant.

3. Begin with a welcome and introduction of yourself. Include information
on your background, training, and experience.

4. Explain the purpose of training.
a. Provide a rationale (see Instructional Design Specifications

section).

b. Display and/or distribute a copy of the objectives the participants
are expected to meet.

¢. Provide participants with a content outline 1isting the major and
secondary level topics to be presented.

5. Explain the evaluation procedures to the participants.

6. It is recommended that the trainer provide a 10-minute break each hour.
If the training session is to span the normal lunch period, provide at
least 90 minutes. Access to refreshments during the training period is
recommended.

Inform participants of the time-frame you intend to follow.
8. Periodically summarize the information you have presented.

9. Encourage participants to ask questions, ask for clarification, and/or
ask for additional examples.

TRAINING EVALUATION

At the conclusfon of the training session(s), ask the participants to
complete the Training Evaluation Form.

Aruitoxt provided by Eic:




Nﬁ. ASSESSMENT : .

C/Set Module #3: CVERVIEW OF SPECIAL EDUCA:ICN

Purpose: This module has been designed to meet the needs of individuals
with a broad range of skills and experiences. Therefore,
not all training sectfons and components may be appropriate
for you. To determine your training needs and to make our
training more efficient and effective, please complete the
followirg survey. Since we need this informatfon to prepare
for the actual training sessions, please return the survey
as soon as possible to:

Instructions: Please rate each uf the following items with one of the follcwing
indications:

1. High training priority {"mu~t be covered")

2. Medium training priority ("i ¢>uld use the information”)
3. Low priority ("Hot needed our applicatle”)

.......................................

Topic High Ratin o
1. Introduction to Exceptional Learners 1 2 3
2. Historical Devalopment of Special Education 1 2 3 :
3. Special Education In Today's Schools 1 2 3
4. Issues In Special Education 1 2 3
5 1 F4 3
6 1 2 3
7 1 2 3
8. 1 2 3
9. 1 2 3
3

What other concerns, needs, or questions do you have regarding the topic
covered in this module?

Other commenis, concerns, recommendatfons.



INS.CTIONAL DESIGN SPECIFICATIONS:

PROGRAN3

RATIONALE:

PREREQUISITES:

[ ] OVERVIEW OF SPECIAL EDUCAT@S 6.

C/SET Training Module

Overview of Special Education

Correctional educators should have a basic understanding
of terminology and iesues/concepts of special education

if they are to provide services to handicapped individuals.

In light of the significant numbers of incarcerated
individuale vho are also handicapped, teachers and
administrative staff in correctional facilitiee should
have an overall viev of special education, vhere it cawe
from and vhere it is going. They should be able to
articulate some of the problems of our present educational
system, system attempts to deal vith the problems, and
some of the current issues in special education.

None required.
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10.

11.

12.

13.

After completing this module the participant will be able to:

Define normality/abnormslity in astatistical, wedical, and social terms.

Compare and contrast the terms: exceptional, hsndicapped, disabled, and
impaired.

Define the different areas of exceptionslity (i.e., vision, hearing,
communication, socisl-emotional, intelligence, etc.).

Discuss the various handicspping conditions and their relationship to
statistical, medical, or social norms.

Identify factore that influence schooling in the U.S.
List and discuss come of the major problems in the educationsl systenm.
Trace the emergence of special and remedisl progrems in American schools.

Identify and discuss the significence of masior legislation snd litiystion
in the right to education for the handicapped movement.

Identify prevalence and incidence figures fcr handicepping conditions and
compare vwitl fig.res for correctional education.

Desciibe the tern "continuum of mervices" and discuss the components of
sach 8 curricuine

Compare and contrast the terms mainstreami:ig and lesast restrictive
environment.

Define the term *related smervice.®

Identify and discuse current issues ir special and correctionsl education.

17




EV‘TION PROCEDURES AND CRITERIA: ‘

PRE-"0ST TEST

Hov is norsslity expressed in
statistical teras?

Hov is the social definition of normality
different from statistical and sedical
definitions of normelity?

Differentiate betveen the teras

(a) exceptional snd handicspped
(b) dissbility and ispairment

Give three (3) vays in vhich s handicapped
inaate 8say be at greater risk vhen s’/he
enters the criminal justice systea.

(a) List five (5) major sreas of exceptionality
recognized under PL 94-142.

(b) How do they relate to statistical, asedical,
and social noras?

what is the exclusionary clsuse in the PL 94-
142 definition of emotionally disturbed?

Define the term lesrning disabled.

Name three (3) criticisss of public schools
snd hov those problems relate to correctional
populations.

ERIC 18
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13.
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15.

i6.

Nase two (2) isportant pieces of federal
legimlation thit provide educationsl rights
for the handicapped.

Nawe tvo (2) other federal progresas that
have atteapted to address the educational
prograsaing needs of resedial students.

¥hen did sandatory ecucationsl prograas
for the handicspped appear?

Hov do incidence snd prevalence rates
compare for incarcerated vs non-
incarcerated individuals?

¥hat does the term ®continuum 0of gervices®
sean under PL 94-1427

Discuse the tera *least restrictive
environsent® and tell hov it differs
;om the ters "mainstresaing’.

Define & related mervice. Give an exaasple.

Describe an imaginary progres that vould asssist
the handicapped offender in "sakirg it" after
his/her relesse.

13




ACTIVITY 1.0

1.1
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LEAR“G ACTIVITIES:
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Excep“io:3) Leariers

Introduction to LOFT Clessroom Simulation
To the Instructor:

An exercise that csn be conducted during this module is s composite of
simulstions found in the LEARNING QPPORTUNITIES FQR TEACHER program
developed by Sussn end 3srry Dollsr. Their exercise has been modified to
fit this pasrticulsr session.
is to develop s degree of svereness smong the participants regsrding some
of the feelings and experiences to vhich meny handicapped students have
been subjected. The discussion folloving the sctivity should help perti-
cipants to relste these feelings and perceptions to tnose their incercer-
sted hendicspped students might be experiencing.

It is importent to recognize thst tesching the content contained in this
sctivity is not the objective of this exercise. Lecture msterial is
provided serely as s wesns of conducting s simulation thet vill induce
certain feelings snd experiences. Lecture content that the psrticipsnts
vill heve little prior experience vith ves deliberstely chosen. This
ves done to promote feelinge of frustretion, snxiety, uncertainty
regerding expectations, snd s questioning of the relevence of the oversll
txperience.

If selected, this simulstion should be conducted at the beginning of the
very first session for seversl reasons. TFirst, it has a wmuch greater
impact wvhen the psrticipsnts have not had sn opportunity to previously
intersct on s less structured basis vith the instructor. Second, since
they vill not be prepared for vhat is to hsppen to them, they sre more
likely to experience feelings similsr to those of s handicapped or
incarcersted individual vhen exposed to an unfemilisr situstion.

To begin, resd all the msterisls and handouts enclosed. Then rehesrae®
several times before trying to run the exercise. The sctivities in this
part of the module should take about sn hour to complete.

1.1.1 You begin the sctivity by handing out the LOFT pretest
(Loft H-1) es the psrticipants vslk into the room. The
test viil really have no vslue for plscing psrticipsnts
into the module. It vill serve ss an snxiety producer
snd & lead-in to discussion on hov hendicspped students
mey feel vhen they are sssessed snd grouped using tests
that might not icrcurstely reflect their sbilities or
that test unfcailisr skills. As they hend in the quiz,
try to inconspicuously sort them into 3-4 groups
(possibly more) depending on the size of your wvorkshop.
When sll the pspers have been collected, go to asnother
room/sres snd act like you sre lesving to score the
tests. While out of the room, finslize the groups by
srbitrerily assigning the psrticipsnts to the folloving
Q clusters:

Aruitoxt provided by Eic:

The objec“ive in conducting this simlulatior

OVERVIEW OF SPECIAL EDUCATION '

Group 1{: This is your top group. Chooge people vho
look sharp, have ssked questions, might be
nicely dressed, filled in & lot of ansvers on
the test, sat at the front of the room, etc.
Groups Z & 3: These are your average groups, the ones
vho are left after selecting your top and
bottom groups.

Group 4: This is youvr lov group. Assign some
minorities, any persons vith obvious
handicaps, any administrator that might be s
participant, sny sthletic types, and someone
rho really tried hard on the test and
actually srcvered some of the questions
correctly, etc.

In developing your groups, slso try to split up any
obvious friends by putting one in the high group and
another in @ middle or lov group.

1.1.2 Folloving the pretest administration and scoring, you
vill reviev the "clessroom rules® for psyticipstion in
the vorikskop and then present the enclosed 'OFT lecture
materials, overheads and handouts, vithout telling th-m
of their group sssignwent. The "classroom rules® asre
designed to estsblish s more negstive or punitive
environment in vhich the participsnts sre expected to
vork. Ve have deliberately selected lecture materisl
that the participants msy not be femiliar vith end will
not be expecting to encounter in an overviev of special
education module. This is done to elicit certain

br sviors on the part of the psiticipants. We have
also set it up in 8 confusing manner so that
participants vill not reslly be sure vhat they are
supposed to do vhen ssked to vork lndependently

During the lecture, consistently call on wmembers of the
high group to ansser questions and reinforce them for
their insvers, even vhen they sre vrong (2x.: °that’'s s
good i:y," "vell almost, ® etc.) Ignore most students in
the lcs group vhen they rsise their hands to snsver, or
call on them and then punish their rrsponse if it (s
vrong or not reinforce them vhen they are correct.

9.

*Scold*

sowe of the lover group that may not be paying close stten-

tion, or ask them if they understand vhat is being maid or

need to have something explained to them. Do you get the
picture now?

The object of the role play is for participants

to experience some of vhet it feels like to be handicapped,

sliensted, ridiculed in front of peers,
the relevance of some experiences, etc.

to not understand




OV‘EH OF SPECIAL EDUCATION:

1.1.3 Esch LOFT transparency ia sccompsnied by s 1-2 page

1.2.1

LRIS

lecture/discussion to be presented vhile vieving the
trensparency. As you put each transpsrency up, present
the susmary provided in the LOFT materials. 1£f atudents
ssk questions, you can handle them in several vayas.
Either ansver the question as best you can, 8nsver them
using jargon or "double-talk®, or put them off by
telling thes you vill discuss thst issue later. Your
responses are supposed to fruatrate them or make them
feel they do not understand the concepts being
diacuased.

At the end of the lecture, divide the participants into
groups and have them vork through parts of the module
independently. The high group shouid be placed further
into the material than the middle groups, and the lov
group should be stsrted at the beginning. Let them
move into groups in different sections of the room to
get started. Tell the members of the lov group that if
they need help they can ask someone in the high group
(vithout celling it the high group). After they vork
for sbout 3 minutes, they should have figured out vhich
group vaa designated as the high grcup, the lov group,
etc., be confused sbout vhat is expected of them, and
be totally frustrated. If ao, you’'ve got them vhere
you vant them. It vill seke for @ lively discussion
aftervards.

At the end of about S5-10 minutes, call them back
together as a group to debrief them. Participants
should be seated in a circle to facilitmte discussion.
You should then ssk queations to stimulste discuasion
of the participsnts’ feelings and perceptiona of vhat
vas going on during the aimulstion.

1.2 LOFT Script

To the participants:

*This 18 & quick test to help we place you into
instructional groups for vorking on this wmodule.
Complevs it as quickly but as sccurately ss possible.
1 would like the papera bsck in 10 (13) minutes. Then
you can take & short break vhile 1 score tuem and
ssaign you to groups.® (Distribute LOFT H-1)

(After taking up snd scoring the preteat say:)

*Let me begin todsy by goi.g over s fev rules that 1
vould like you to observe vhile the vorkshop 18 in
aession. To begin vith there vill be no amoking in this
room (designate sreas outside that may be used during
bresks). As s lecturer, I lose my train of thought vhen

1.2.3

LEARNING ACTIVITI.

others sre talking. so I alaso ask that you not talk
during the presentation. Finish eny coffee, food, etc.
nov, aa I feel that 1f people sre to retain vhat they
hear in lectures they need to vrite it down. Since
you'll be taking notes I would like you to get rid of
any distractora before ve get stairted. Nov iet’'s get
started..."

(Display LOFT T-1.2.2)

In previous vorkshops or coursevork, you have probably
been introduced to a basic teaching and problem solving
wodel as shovn on Visual 1. The nature of the influence
prcvided by consequences (vhat happens after a respon=e)
snc the schedules of consequences haa been emphasized in
socisl lesrning theory. In thia vorkahop ve vill explore
in grester detail the influence of aignals or atimuli vith
a special ewphasis upon hov scademic tasks tesch the rels-
tionships betveen signals and responses (actions).

Nany programs present change tactics for socisl behavior
problems first becsuse teachers often define undesirable
socisl behsvior ss being imwediately more sversive then
undesirable academic progresa. While scademic progress
snd social behavior are closely related, it ssems to be
important first to have confidence that problems srising
from person-to-person intersction can be handled before
problems generated from responding to scademic tasks are
analyzed. Hovever, concerns do change. In the vords of
one teacher, ®Nov that I’'ve finally got Johnny in hias
seat, vhit exactly is he suppoaed to do?® We can expand
thia queation to sak, "Hov does any teacher decide vhat
any learner is supposed to do?®

(Display LOFT T-1.2.3)

To snaver this Question let’s step outside of aschool and
formsl instruction and take s look at hov everybody’s
mythical teacher, "Mother Nature® seems to successfully
decide vhat so many different kinds of people are
supposed to do.

William Hull once vrote, "If ve taught (as in school)
children to speak, they’d never learn.® Althouyh this
remark may acund too pesaimistic, Hull does point to @
significant achievement gained by s large number of
children before they experience the firat day of the
first yesr of ®achool.® (f course, you might regard the
development of language aa a relatively minor
schievement, but think about the vide array of complex
concepts, relationships and tasks the young lesrner
regularly sccomplishes vithout a fixed time or peraon
specified for learning.

It’'s instructive and interesting to vatch very young
children experience their immediate environsent.

10,
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1.2. 4

1.2.5
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LEARMG ACTIVITIES:

Children engaging in undisturbed, unrestricted
interaction mey change activities five or more times
vithin tvo or three sinutes. Young children experisent
vith sounds, exasine objects, try out a fev more sounds
snd return to some other experience through hundreds of
daily repetitions. Are they learning? They must be.
Nost survive. Even wore surprising, wost children learn
pretty vell vithout hordes of educstionsl specialists
somehov planning each psrt of the learning process. It
seens like "Mother Ne‘-'re® has & theory, an spproach to
lesrning that she is keeping & secret. [t's also a
little disconcerting that °Mos® doesn’t have a large
tesm of disgnostic specislists or even s bank of
prescriptive materisls. What °"Nother Nature® appesrs to
have (and saybe schools lack) can be partially described
as sccommodation.

(Display LOFT T-1.2.4)

You sight receive & clearer notion of the meaning of
sccosmodstion if ve ispose some educational veys of
exsmining the concept. For exssple, the °nsturasl®
curriculus or content of vhat is learned and the
curriculus sequence fits exactly the immediate needs and
higher order interests of the learner. 0f course,
*Mother Nature® defines certain terminsl tasks to be
lesrned such as feeding, sleeping, language and social
relstionships. Hovever, ~ven these terminsl tasks are
slvays interrelated and sliced into many parts vhich
allov for individual differences. Our mewories are very
limited storehouses vhen compsred vith the sultitude of
bits snd chunks of inforsstion ve receive and respond to
on & deily besis. ‘Nother Nsture® helps even young
lesrners overcowe the lisits of mewory by teaching them
to categorize things vhich sre alike and respond the
sswme vey to the things grouped together. In other

vords vhen ve encounter something nev, ve cospare the
nev to see vhich cstegory fits. In learning the nev, ve
contrast hov it's different fros other things and hov
it's similar to something ~lse. All thst ve have really
said is that ve don’t hsve to be constsntly lesrning
vith each different experience becsuse "Nother Nature®
sllovs us to categorize. Each category is a concept

(Displesy LOFT T-1.2.%)

In addition to content, "Nother Nsture® sccommodates
esch person’s lesrning style, rate and environment n .ds
as vell. Most of us stert out vith at least five senses
and "Nother Nature® never ssys, °Well, to learn about
thet or this you must use only your eyes.®” Instead ve
are slloved to vary our lesrning styles by varying the
kinds of input received and the kinds of responses ve
sake depending upon hov ve feel snd vhst ve are learning

e e-olon.24

1.2.6

1.2.7

LEARNER DIFFERENCES

Rate

Style

Content

Environ

OVERVIEW OF SPECIAL EDUCATION ® u

In a like vay, "NottF r Nature®' never rings a bell or
schedules the end of a learning tise peri>+ for us. It
may sound strange, hut most pre-school children continue
at 8 task until the task is mestered and then move to
nev experiences. “Nother Nsture®” may set criteris for
wastery, but she accommodates s vide range of learning
rates in achieving tersinal tasks.

Equally as isportant, most of us find that _.he
=rrangement of the physical environment accomsodstes our
learning differences as vell. Again, "Nother Nature'
gets brc- * lisits but doesn’t say, *You must be sitting
in . chair vhenever you try out nev sounds."®

(Displey LOFT T-1.2.6)

Our anslogy is not intended to ssy that school should be
s structureless, unguided series of "experiences.® The
point is that individuals enter school and continue
through school vith unique individuasl learning
characteristics. These characteristics are not only
different for different people, but very and change for
the same person across different tasks and over tiase.

Ve are proposing that easch tescher begin to vork tovard
organizing instruction to sccosmodate, to cspture and to
reinforce the uniqueness of each learner. This may
sound like snother far-flung, unrealistic objective; but
it’'s really possible. W¥e csn shov you hov to do it.
First, each of the four general aress of individual
difference previously menticned cen be better defined.

(Display LOFT T-1.2.7)
ACCOMMODATIVE INSTRUCTIONAL DEFINITIONS

The number of tssks and/or concepts
presented to the learner snd the time
alloved for the learner’s mastery of
the concept.

The modalities -equired to sttend and
respond to tasks.

The defined universe of concepts and
tasks and the sequence (order) of
concept and task presentation.

ment The physicul arrangement of the sbjectr
in the classroom or school.

Given thias particular vay of looking st differences, ve
can describe general aims for individual classrooms and
schools vhich vill sccomsodate these learner
characteristics.

2




1.2.8

1.2.9

1.2.10
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O.HEH OF SPECIAL EDUCATION:

(Display LOFT T-1.2.8)

The above instructional aims describe accommodative
practices reschable by every teacher. In order to
eventually schieve the sccommodative instructional aiwms,
tvo different kinde of inforsation are necessary.

To begin vith, ve need & vay of assessing vhat's
hasppening nov. The teacher's esrlier question sbout
vhat Johnny is supposed to do at his sest can be better
snavered s8fter v2 knov hov the tescher currently
organizes his/her classroos tc accommodate Johnny's
rate, style, content and environme.t characteristics.
After an assessment Of current instructional practices,
ve need 8 listing or sequence of skil_s vhich lead to
nev aims more accommodetive than the current
instructional practices.

Let’s exsmine and discuss the relevant charscteristics
of each of the descriptions.

Display LOFT T-1.2.9%

Distribute LOFT H-2

= Discuss -

Display LOFT ¥-1.2.9b

Distribute LOFT H-3

-~ Discuss -

Display LOFT T-1.2.9c

Distribute LOFT H-4

- Discuss -

Displey LOFT T-1.2.9d

Distribute LOFT H-3

- Discuss -

Distrinute LOFT H-6

*This gloasary vill help you define soms key teras. *
Distribute LOFT H-7,

Ask participants to read the description of Ne. Heier’s
classrooa.

26

1.2.11

1.2.12

LEARNING ACTIVI ’ 12.

Divide into groups.
Call out names of people assigned to each cf the 3 (or
4) groups.

Instructione to Lovest Group:

*1 vent you to figure out the relevant charscteristics
of the content level of Ns. Naier’'s classroom. If you
have problems vith this exercise, you may ssk members of
this group to help you (point to high group).*

Instructions to Niddle Group(s):

*Since you have some understanding of the content
levels, 1 vant you to vork on the relevant
characteristica of rate levels.®

Instructions to High Group:

*l would like you to identify the relevant
characteristics of the environment level in Hs. Haler's
classroos. 1if some of the other groups have problems
vith their part of the exercise, feel free to help them.*

After the groups have had about 3-10 winutes to begin
vorking and becowe totally frustrated, bring thes back
together as a group and talk about vhat vas happening
and hov they felt about their experience. Tell the
group: "This vas & sisulation and I vould nov like us to
get back together as a group and talk about vhat vas
happening and hov you felt.*®

At thie point you should begin with the structured
questions listed belov and add any relevant ones that
occur during the course of discussion.

Questions to Promote Discussion:

Hov did you feel vhen you vere asked to take & test
issediately and you knev that it vould be used to group
students?

(Tell participants that they vere tested and grouped to
simulate experiences handicapped students have in
educational prograas that do not address their unique
needs. )

Did you feel .hat it vas a feir test? Could you
sccurstely assess hov vell you had performed on the
test? Did you feel that your performance on this test

vas 8 fair indicetion of your skille? 27
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LEARMG ACTIVITIES: . OVERVIEW OF SPECIAL EDUCATION . 13.

Note: other categories should be added as needed.

What vere your feelings vhen [ started lecturing about

sowething that you probably thought vss irrelevant?
Have each group record characteristics of their normal person on

Hov did I set the tone of the classroom right from the an overhead

beginning? (rules negatively statec, ignoring of *

certain people, ostracizing of certain participents,

favoring of certain psrticipants, etc.) Rfter they have completed this activity, display each transparency and

Hov quickly could you figure out vhich group vas the ask the group if tm know of persons who have different characteristics

top group and the ordering of the remsining groups? M still are considered normal.
Hov did you feel vhen your peers knev you vere in the
lov group? After reviewing the characteristics listed by each group, try to get

the group to recognize that "normal”® is a relative and subjective trrm.
Hov quickly did you figure out vhich persons had been

designated ss behavior problems? What happened to their |
behavior vhen I started picking on them?

What othe- things did you notice? Other feelings or commentg? mnwn 2.0 lm PROBLENS l! i 3 Elll:ﬂTlgﬂ SYSTEM

(The discussion should probably last about @ hslf hour or so.!

a.  Divide participants into 4 or 5 small groups.

b.  Rsk each grocp to identify "problews® in the educational system.
c.  Have each group score the probless they identified on an overhead.
d.  Display esrh transparency. Provide additional inforsation frow

ATERWTIVE ACTIVITY 1.0 EXCEPTIONAL LEARNERS :;:m;# outline as it relates to each probles the group

Divide the group into sub-groups of 3 or 4 persons. fisk each group to

describe in detail a "normal® person in any one of the following

catepories/contents: ACTIVITY 2,2  EMERGENCE OF SPECIAL § PEMEDIAL PROGRAMS

a)  a normal middle-class adult

b & norsal adelt learner (post-secondary student) ‘ “:"M:*'“:xm to r;l:‘-tm studm;ts with special m:dh:; or | ~dicapped

) & norsal adolescent students were sarved swn they were in school. Record these and relate
thes to the emergence of special and rewedia} programs as we know them

d)  a normal offender . today.




LEARNING ACTIVIT]. 14.

OVEQEH OF SPECIAL EDUCATION: ‘

ACTIVITY 3.0 MAINSTREAMING ROLE PLAY ACTIVITY

The following activity has been adapted froa an article by George
Gregory, published in The Directive Teacher. The role play focuses
on issues and attitudes tovards sainstreassing. It can be conducted
in @& 30-40 ainute period of time.

To the Instructor:

a. Distribute the problea sheet to all vorkshop participsnta. (All the
aaterisls sre included here, as vell as in the handouts section.)

b. Select six participants to role play and give them each & "Role Card.”

c. Select six role player observera and give esch s °Role Player Observer
Sheet.*

d. Distribute *Group Observer Shests® to all resaining participantas.
e. Brief role-players, focusing on the folloving points:

-- play role described on cerd.

-- be careful not to overplay role or underplay it.

-= listen snd react to arguments posted by other role playecra.

-- do not showv your role card to anjone,

-- H. Andy Capped, Director of Specizl Education should begin role
play session.

ACTIVITY 4.0 1SSUES IN SPECIAL AND CORRECTIONAL EDUCATION

Divide participunts into groups and ask each group to develop s list of
probleas that handicapped offenders vill face vhen they are returned to
their community. Each group could focus on probleas in different areas
(e.g., employment, housing, transportation, recrestion/leisure, social-
personal interactions, medical services).

Present each group’s listing to the entire group.

Aak the group to identify vhat @ correctionsl education program might do
to alleviate one or more of the probless identified.

30
31
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LEARNING ACTIVITIES .




LEARNING ACTIVITIES: OVERVIEW OF SPECIAL EDUCATION 17.
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M

Jerminal task: eat food

Concept to (earn
food

‘Natural" Contert:




Lz'arning Sfy[z -

.oMm [y u.se.
you.r zyzs

[Qarnmg Rate
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LOFT OVERHEAD 1-1.2.6

S{,ylc ¥ Con{',én{ t+

Rate + Environment =

Jhe Accommodation

of D(ffere nces

% 37




[earner Accommodative

Differerces Definitions

Rate The number of tasks andfor Ii
concepts presented o the
(carner and the time allowod |
for the learner's mastery

\
of the concepts. i i
: \
\
\

‘NOILVINUI TWIJAdS 40 NIl “:\AO

over time.

R) fy( C The modalities rcquz’rzc( to
attend and respond to tasks.
(ontent The defined universe of i
concepts and tashks and the . @
sequence (order) of concept |
and task prcszn{:a:&ion. ,
Environment The p/;.ysz'ca[ czrrangcmzﬁf
) of the objects in the
classroom or school. i
5 g
Differences occur iE
between (earners and SE
for the same (earner ;i

(o)
0 ¢
0¢




F
. Learner Accommodative {2 ;
Ditferences Instructional E
Aims -
R Learner has time
ate needed to master the
task.

St\/l¢ Learner self-selects
combinations of materials ! 1
to recetve and respond @
to tasks. : }

Contert Concepts are defined and

sequenced for the (earner |
and sel(f-selected accord‘z.’.ng E
to trterest and apf'ifuc.(c. !

Environman-l-_ Le arner Se [f— selects
Physical settings tn
order % enhance or
faci(itate concept

acqu tsttromn.
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OVQIEH OF SPECIAL EDUCATION: . LEARNING ACTIVITIES .

CONTENT

C1 Concept and content presentation is completely defined end determined

by the textbook or teacher's guide. Sequence of concepts and/or
tasks is determined by the sequence of the textbook pages or tescher's

guide. Concepts are not speciflically defined for the teacher or for
the student.

C2 Concepts presented by the basal text or teacher's gnide are specified
and identified by the teacher for the studcnt. Textbook or teacher's
guide sequence of concepts and/or tasks determines the sequence
folloved by the student. Content is determined bty the basal text

or teacher's guide.

C3 Concepts are specified and identified by the teacher for the student.
The sequence of coancepts and/or tasks is based upon evaluation of
stulent's previnus task(s) performsnce(s). Content is determined

by teacher's gulide or basal texts.

Ch Concepts are specified and identified by the teacher for the
student. Concept snd/or task sequences from similar content aress
are mstched, integrat'd or combined and sequenced eccording to
evalustion of each student's previous task(s) performance(s).
Content is determin 1 by tasal texts or teacher's guide(s).

CS Students' interests guide the selection of content areas. Concepts
and/or tasks are specified and identified for the student by the
tescher and are sequenced sccording to evaluation of each student's

. previous task(s) performance(s).

COPYRIGHT 1975 ACCELERATED LEARNING SYSTEMS / HOUSTON AND MINNEAFOLIS
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LEA”[NG ACTIVITIES:

OVERVIEW OF SPECIAL EDUCATM 23.
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S1°

§2

83
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STYLE

Students respond to identical tasks which are not correlated
to a specified concept. The tasks are not varied according

to learning mode.

Students respond to identical tasks which are not correlated
to a specified concept. The tasks are varied according to

learning mode.

Students respond to identical tasks vhich are correlated to
e specified concept. The tasks arc not varied according to

learning mode.

Students respond to identicsl tasks vhich are correlated to
e specified concept. The tasks are vuried according to

learning modes.

EZach student may respond to different tasks vhich sre correlated
to a specified concept. The tasks are varied sccording to
learning modes.

COPYRIGHT 1975 ACCELERATED LEARNING SYSTEMS / HOUSTON AND MINNEAPOLIS
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RATE

Rl Students are alloved the same amount of time to respond to a fixed
mmber of tasks. No evaluation of student's mastery of concept(s)

is used.

R2 Students are alloved the same amount of time to respond to s
minimmz or a fixed number of tasks. Studeats vho respond to all
of the tasks before the end of & specified time period may respond
to unrelated tasks until the time period ends. No evaluation of
student 's mastery of concept(s) is used.

R3 Students are alloved the same amount of time to respond to & fixed
or minimun number of tasks. Students vho respond to all of the
tasks are alloved to respond to the next page, story, unit and
the like vithin the same cootent area. No evaluation of student’s
mastery uf concept(s) is used.

NOILVING3I TVIJId4S 40 HHI‘AO

Rk Students respond to & fixed or variable number of tasks vithin a
content sres and demonstrate concept(s) mastery at a get tizme.
After the evalustion, all students respond to the next set of
tasks vhich preseat different concept(s).

RS Each student's demonstration of concept(s) mastery occurs upon
the completion of s variable or fixed number of tasks. After
the evaluation, all students respond to the next set of tasks
vhich present different concept(s).
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:
RE Students respond to & fixed or verisble number of tasks and ]
demonstrate concept(s) mastery at a =3t time. Those students !
vho demcrstrate mustery of the tested concept(s) respond t0 tasks H
related to different concept(s). Those students vho do not demom- |
strate mastery of the tested concept(s) respond to additional H
tasks relsted to the tested concept(s). '
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R7 CEach student's demonstration of concept(s) mastery Sccurs upon the
completion of & variable or fixed number of tasks. After the
evaluation, those students vho demonstrate mastery of the tested
concept (s) respond to tasks relsted to different concept(s). Those
vho & not demonstrate mastery of the tested concept(s) respond to
edditional tasks related 3O the tested concept(s).

R8 Students are pre-tested at a get time. Those vho do not demonstrate
mastery of the tested concept(s) respond to & fixed or variable
oumber of tasks related to the tested concept(s). Those who demon~
strate mastery of the tested concept(s) respond to additiopal pre-
tests vhich evaluste different concept(s) and thea respond to s
fixed or variable aumber of tasks related to the unlearned concept(s).
All students demonstrate coacept(s) mastery at s set time.

STTOAVANNIN ANV NOLSNOH / SWAISKS ONINNVAT AIILVYITIOOV GL6T IHOTYXA0D

T-1 Gvandaro L3on

T
=
x
—
=
(1]
>
[y
pa]
—
-3
—
-
—
m
w

R9 Each student's response to s pre-test determines vhich concept(s) s/he RO
has mastered. Students respond to tasks which relate to the unlesrned (¢
concept(s). Each student's demonstration of mastery occurs upon the A
completion.of a variable or fixed number of tasks. If the student
has mastered the tested concept(s), s/he responds to a pre-test wvhich
covers different concept(s); if s/he has not mastered the tested
concept(s), s/he does additicnal tasks related to the unmastered

Qo coancept(s).
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LAING ACTIVITIES: .

A5

LOFT OVERHEAD T-1,2.9 p

ENVIRONMENT

El Students sit in desks which face the sawme direction.

E2 Students sit in desks which face the same direction. Interest
center(s) are defined by different arrangement of furniture
and/or waterials and are located in the periphery of the room.

E3 Students sit in desk= or at tables which are in a pattern that
deviates from the rov-by-column arrangement.

E4 Students sit in desks or at tables which are in a pattern vhich
deviates from the rov-by-column arrangement. Interest
center(s) are defined by different arrangement of furniture
and/or materials.

ES Claseroom space is divided into diatinct areas or learning
centers. Centers may include room for both materials and
students or for materials only.

E6 Classroom space is divided into distinct areas or learning
centers. Areas outside the school (community) and immediate
classroom environment are organized for the pregentation of
additional concepte and/or tasks.

COPYRIGHT 1975 ACCELERATED LEARNING SYSTEMS / HOUSTON AND MINNEAPOLIS




LEARNING ACTIVITIES:
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PLACEENT TESI

List the four charscteristics of s good task. Design a pre and post test for the concept of "gensation” or *eense. "

Newe one rule to follow vhen sequencing concepts.
Contrast the difference between » behaviorsl objective and a concept.

Identify four characteristics of s good lesrning resource management system.

Name the essential characteristics of the concept presented by the following

tasks
T F A concept is s function of the set of instances used to present the
concept.
T F To deter-in; the essential or unvaried characteristics of s concept
you need to start vwith the application tasks in @ task series.
Find the sum:
T F Instances of s concept help the learner define the boundsries of the
concept’s charscteristics.
T F The term "madslity® refers to the input snd output requirements of ® 2 2 2 3 3 4
tosk. +3 +4 +5 +4 +6 +7

T F You may test only vhat you have taught.

Please indicate in the space provided any sdditional information about you and
vhat you know vhich may help place you in the sppropriste materials.

5 7 1 2 8 1
+8 +9 +#5 +6 +9 +4

Mstch each area of instructionsl sccommodation to the correct component of

instruction.

AREAS COMPONENTS

Lesrning Style ultisensory Tesks Identify the attention and response directions for the task presented in
Question 10.

Learning Rate Tests, Applicstion Tasks

Lesrning Content Concepts

Lesrning Environment Arrangement of Physical Objects

ERIC 47




CONTENT | ,

QL Concept snd content presestation is completely defined and determined

k or teacher's guide. Sequesce of concepts and/or
:yagei:e:::::med by the sequence of the textbeok pages or tescher's

guide. Concepts are not specifically defined for the teacher or for
the student.

¢-H 1nodanvH 1301

cept esented by the basal text or teacher's guide are specified
© c::: 1dn;t§hd by the teacher for the student. Textbook or teacher's
guide sequence of concepts snd/or tasks determines the sequence
folloved by the studeat. Content is determined by the basal text

or tescher's guide.

: stu .
Concepts are specified and {dentified by the teacher for the dent
e The sequence o concepts sad/or tasks is based upon evalusion of

student's previous task(s) performance(s). Conteat is deternined
by teacher's guide or basal texts. '

Con s are ified and identified by the teacher for the

o :tu::,:t. mn:pc;: and/cr task sequences from sizilar content arcas
are nstched, integrated or combined and sequenced according to
evelustion of esch student's previous task(s) performance(s).
Coptent is determined by basal texts or teacher's guide(s).

. Concepts
tudents' interests guide the selectiocn of content aress
© ind/cr tasks ere specified and idemtified for the student by the

tescher and sre sequenced according to evaluation of each student's
. previous task(s) performance(s).
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STYLE

S§1 Students respond to identical tasks vhich are not correlated
to & specified concept. The tasks are not varied according
to learning 2ode.

§2 Students respond to identical tasks vhich are not correlated
to & specified concept. The tasks are varied according to

learning mode.

§3 Students respond to ideantical tasks vhich are correlated to
& specified concept. The tasks are not varied according to
learning mode.
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S8k Students respond to identical tasks which are correlated to
& specified concept. The tasks are varied according to
learning modes.
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S5 ZEach student may respond to different tasks vhich are correlated
to & specified concept. The tasks are veried according to
learning modes.
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LQNING ACTIVITIES: ‘

__________________________________________ OVERVIEW OF SPECIAL EDUCATION
ROLE PLAY HANDOUTS PROBLEN SHEET
PARTICIPANTS:
Nrs. Payne: the mother of an incarcerated handicapped teenager;

several more children at home.

Turn Overnuleef: son, in a correctional youth facility serving a tvo year
sentence; attends special education classes part of the day.

Nartin Turner: Director of Programs

Gedoffa Nacase: the counselor/case manager vho is assigned to monitor
Turn’s behavior vhile he’s incarcerated.

Benda Roschark: a psychologist st the correctional institution.

Bernd Aught: the special education teacher working in the correctional
facility.

PROBLEN:

You sre meeting with several staff members from the institution, a belligerent
student vho is constantly causing problems, and his parent vho is threatening
to take the correctionsl education to a due process hearing.

The student has mimsed a gnod number of his special education classes due to
acting out behavior that results in his being ment to lock-up. The mother
feels that her son is emotionally disturbed and, as a result, needs more
related services than he is currently getting.

o0

ol




ROLE CARDS

-

I e

You are the overworked psychologist that doesn't have enough time to do every-
thing as it is. You evaluated the student and believe that he is truly in need
of sarvices, but o is just abowt everybody else in this place. What can you
do, ther are just so sany hows in the day? This might be a good opportunity
for you to try subtle tactics to pressure the progras's coordinstor ‘o get the
additional staff you have repestedly requested, since you can only be recuired
to provide these services under 94-192. Desides, you also don't feel that this
student would fit into any of the groups you are currently counsaling and that
he would be disruptive to the progress that has occwrred in the group counseling
sessions. You're also not sure you can work with Turn, There is just something
about him that gets under your skin and makes it difficult for you to work with

him professionally.
HIIIN NI L0000 0000000000000 E0EE11001101011
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BERND AUBHT:

You are Turn's special education teacher. You feel that if he were not removed
from class 3o often, you might be able to make progress with his acadesically.
You're not swre what the snewer is and you are frustrated in gemeral. In fact,
you're presently more interested in mceting Benda Roschark and eventually taking
her out on a date. During the meeting, you plan to agree with Benda's position
{whatever it is) and support whatever points she makes.

T T A D TR A A )
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GEDOFFA MACASE:

You are the counselor/case manager assigned to momitor Turn's progress in the
facility. You have some real concerns about his lack of progress and inability
to adjust to structure or pressure of any kind. In some ways, you wish you had
wore of a counseling backgrosnd to help you interact more effectively with this
student. On the other hand, you also feel he could probably get it together

better if he wantad to, but he chooses not to at times. Maybe with the passage
of tise he will learn to accept more siructure, but you have some real doubtr
He'l]l probably just max out his sentence and leave without making any real

progress.
ALARERLLEAALLATAREREARAATRRARATLRRRRAL AR AR TR LA LA A
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ROLE CARDS

THEHN I 1111001111011

MARTIN TURNER:

You are the Director of Programs for the correctional facility, and as a result
you Jre concernad about the lack of financial resowrces to support all of your
programs. You fear that if this parent went to cowrt and you were sandated to
provide more services, yowr budget would be impossible to balance. You have to
weigh the need for all programs and set priorities. You would not feel good
about resowrces being pulled from other projects to offset the cost of
peychological services above and beyond what is cerrently available.

TR 110000010100011401
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MRS. PAYNE:

You are the mother of a 13 year old boy who has had adjustaent probless ever
since your first husbend deserted the fawily. You had recently ressrried just
before Turn got into trowble this last time. You fesl that much of his behavior
is related to his wmillingness to accept your remarviage. fis a parant, you
feel that this is & critical time for your son and that if he doesn't get some
help soom, it will be too lats. You are also concernad about the problems yo.r
fanily will go throwgh when Tern is relessed if he domsn't get help now. You'w
heard abost 34~142 becsuse Twrn wes classified as behaviorally disordered and
received services throwgh the peblic school. However, you think that the public
school didn't do a very good job in providing services. If they had, your son
night have gotten better, instesd of ending u, in prisom. You think Tumn should
get growp cownseling as a related sarvice.

s
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TURN OVERNULEEF:

You are 1S yeors old and try to play the tough guy routire. althowgh it doesn't
come off too well at times. You have been classified as bebaviorel!y disurdered
and have been in spacial education classes for the past thre ysers. You don't
think it's done you much good. Althowp: you have an aversge 10, your skills are
only 3~4 grade level. You often get into ..,7i8 in less structured settings and
become very angry when you think somsone is petting on yow case.

AHETAETAATALATALELAURATEARLARETERERRE LRI L L L

SAUVO 4104 o

T‘ﬂ:mua WIJAdS

:SITLIAILIV am"‘;n

30 MR3IIAY3IA0

{

‘0t




ROLE -PLAYER OBSERVER SHEET

{. Was his/her pa ticipatiLa general, specific, or lopsided?
2. Were his/her cordributions helpful or useless? Why?
3. What effects did his/her participation have on the group?

4. Did his/her contribution indicate that he/she was listening to others in
the group?

S. Were b _/her contributions centered on solving the group's probless, or
ware they directed by personal needs, attitudes, and/or values? Explain.

6. Write two or three santences which best characterize the individual you

1. ATMOSPH 'E

a. Has tha gemeral atmosphere of ihe graup cooperative or competitive,
friendly or hostile?

b. Pid the atwosphere varv from time to time?

2. PARTICIPATION

a  Who participated most? Least? Average?

b. Mas their participation helpful or useless?

c. Wiy did they participate in that way?

d. What effect did that kind of participation have on the group?
3. INTEREST AND UNITY

a. Was the general interest high?

b. Did the interest lag at times? Was this due to lark of information,
understanding, or stimulotion?

C. 10 what extent did the g feel united by a common purpose? Here
there factors that ' - chad progress?  What were they?

4, PROGAESS

4 How far did the grouwp get?

54
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tudents are alloved the same amount Of time tO respond to a fixed
puaber of tasks. No evaluation of student's mastery of concept(s)

iz used.

Students are alloved the same amount of time to respond.to a
minimum or & fixed number of tasks. Students vho respond to al)
of the tasks hefore the end of a specified time period may respond
to unrelated tasks until the time period ends. Ko evaluation of
student's mastery of concept(s) is used.

Students are alloved the same amount 2f time to respond to a fixed
or minimum number of tasks. Students wvho respound to all of the
tasks are alloved to respond to the next page, story, wunit and

tr+ like vithin the same content area. Mo evaluation of student's
Rastery of concept(s) is used.

Students respond to a fixed or varisble number of tasks vithin a
content sres and demonstrate concept(s) mastery at s set tinme,
After the evaluation, all students respond to the next set of
casks vhich present different concept(s).

Each student's demonstration of concept(s) mastery occurs wpon
the completion of a varisble or fixed number cf tasks. After

the evaluation, al] students respond to the next set of tasks

vhich present differeat comcept(s).

Students respond to & fixed or varisble nurber of tasks and
dezonstrate concent(s) mastery st a set time. Those students

vho demcmstrate mestery of the tested concept(s) respond to tasks
relsted to different concept(s). Those studeats vho do not demnn-
strate mastery of the tested concept(s) respond to edditional
tasks related to the tested concept(s).

Each student's demonstration of concept(s) mastery occurs upon the
coapletion of & varisble or fixed number of tasks. After the
evaluation, those students vho demonstrate mastery of the tested
concept(3) respond to tasks related to different concept(s). Those
vho do not demcustrate mastery of the tested concept(s) respond to
additional tasks related to the tested coacept(s).

Students are pre-tested at a set time. Those vho . not demonstrate
mastery of the tested conceptm respond to a fixed or variable
nunber of tasks related to the testec concept(s). Those vho demon-
stra*e mastery of the tested concep’ .s) respond %o additionsal pre-
tests vhich ~valuate different concept(s) and then respond to a

fixed or variable number of tasks related to the unlesrned coacept(s).
All students demonstrate concept(s) mastery at a set time.

Each student's response tO a pre-test determines vhich concepc(s) s/he
has mastered. Students respond to tasks vhich relate to the unlesrned
concept(s). Each student's demonstration of mastery occurs upen the
cozpletion.of a variable or fixed number of tasks. If the student

Las mastered the tested concept(s), s/he responds to a pre-test vhich
covers different concept(s:; if s/he has not mastered the tested
concept(s), s/he does sdditional tasks related to the unmastered

concept(s).
99
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OVQIEH OF SPECIAL EDUCATION: ‘ LEARNING ACTIVITI

LOFT F.NDOUT H-5

ENVIRONMENT

El Students sit in desks vhich face in the same direction.

E2 Students sit in desks vhich face the same direction. Interest
center{s) are defined by different arrangewent of furniture
and/or materials and are located in the periphery of the roum.

E3 Students sit in desks or at tables vhich are in a pattern that
deviates from the rov-by-column arrangement.

E4 Students eit in desks or at tables wnich are in a pattern
vhich deviates from the rowv-by-column arrangement. Interest
center(s) are defined by different arrangement of furniture
and/or materials.

ES Classroom space is divided into distinct areas or learning
centers. Centers may include room for both materials and
students or for materials only.

E6 Classroom space is divided into distinct areas or learning
centers. Areas outside the school (community) and ixwediate
classroom environment are orgesnized for the presentation of
additional concepts and/or taiks.

CrPYRIGHT |975 ACCELERATED LEARNING SYSTEMS / HOUSTON AND MINNEAPOLIS
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GLOSSARY

CONCEPT

A set of characteristics vhich differentiate s group of instances
(events, objects, relationships and so on) from all other instances
pressnted. The concept may change as the setting in vhich it is
presented changes. (Siegfried Englemann, Conceptual Learning. San
Rafael, California: Dimensions Publishing Co., 1969).

:SITLIAILIV BNIW'I

CONCEPT SPECIFICATION

The identification cf the concept in terms vhich (1) tells us the
positive and negative instances vhich must be taught and (2) tells
us the essential and irrelevant characteristics of th- l.stances of
the concept vithin a given teaching universe of corcepts.

CORRELATED

Tasks vhich present an instance, not initance, essential or
irrelevant characteristic(s) of a concept(s). WNote that the concept
nust be specified before tasks can be correlated to the concept.

INTEREST CENTER

The physical organization of tasks vhich are not correlated to
specified concepts and vhich may be self-correcting and self-
directing. Interest centers may also be occupied by students as
vell as materials.

LEARNING CENTER

The physical organization of tasks vhich are correlated to specified
concepts &«nd are self-directing and/or self-correcting. Learning
centers may »e occupied by students as vell as materials.

LEARNING MODE (STYLE)

The "mode® of receiving information may be visual, auditory,
kinesthetic, olfactory or taste in any combination. The mode of
responding to iaformation may be motoric and/or oral.

TASK

What the learner does. Tasks are defined by the signals to respond
and the modality required by the learner in responding. For
example, the teacher'’s command, "Say ’'R’®" is a task and the
direction "Write ’'R’" is a task. °"R" is the concept presented.

SEQUENCE

9-H LNOANVH 14071

Ordering tasks so that it is possible to correct errors by referring
only to previously presented tasks and concepts.
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STUDENTS

Students may be individual, group(s), or class(es).

TEACHER’S GUIDE

Any commercially or locally published source of information
degcribing skills, objectives, teaching tactics or correlations used
in instruction vith a textbook or in lieu of the textbook (like
behavioral objectives from a curriculum department).

UNRELATED

Tasks are unrelated if the tasks present separate, independent
concepts. For example, vhen you finish ten math probleas, you say

paint vith the vater-colors.

59
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@NING ACTIVITIES:
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OVERVIEW OF SPECIAL EDUCATION

LOFT HANDOUT H-7

MS. MAIER'S CLASSROOM

Johnuy's teacher, Ms. Maier, teaches a second grade
reading class from 9:00-10:15 eacb morning. At the beginning
of the year, Ms. Maier reviewed the pupil progress records
and discovered that seven of the students were reading on

page 75 of the Busy Bee book; eleven were ready to begin

" the Colossal Camel book; and five (one of which is Johnny)

were finished with the Colossal Camel book. Ms. Maier decided

to permit tnose who were finishing the Colossal Camel to
progress to the Delightful Dinosaur book. Ms. Maier also
decided to ditto a list of tasks including the workbook
pages, tapes, games and/or filmstrips which correlated or
matched each sto:y‘in the book. In this way as each group
finished a story and completed each of the tasks, Ms. Maier
would be ready to provide the next list of activities for the
following story. Ms. Maier planned to seat each of the groups
at separate tables arranged around the room to fecilitate

her instruction and the students' face-to-face interaction.
She also decided to orgaiiiz: audio-visual areas for the film-

strips, tapes and so on in the back of the room.
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1,0 INTRODUCTION TO EXCEPTIONAL LEARNERS

1.1

1.1.1

co
ERIC

Aruitoxt provided by Eic:

Defining Terminology

v¥hat 10 normsl? It is a concept that by its very nature

is constantly chenging. I is one that changes

depending on the context of the situstion. And it is
certsinly one that could have ss many different definitions
as there are peoj.le in this room.

If ve hear that a teenage boy keeps his room spotlessly

clesn (vithout his parents nagging him), that he dusts

the room regularly, maskes his bed and then refuses to

sit on it for the rest of the day so that he von't

vrinkle the covers, ve might initislly consider that

strange behavior in viev of his sge. Hovever, if ve

learn that the sswe teensger is an inmate in a prison

facility vhere points and privileges are esrned based on

that type of performance, then his behavior appesrs

normal vithin that context. In other vords, based on our

experience, in that situstion the behavior of the teenager

is perceived to be wvithin the scceptable r-nge (i.e., the

perceived norm). The concept of nornslity then is predicated

on the extent to vhich a behavior or event meets an actual

or perceived norm (Ysseldyks & Algozzine, 1984).

. 1.1.2
The concept of normslity is most frequently employed in
statistical, wmedical or social contexts. MNost of us are
familisr vith the Gaussian, or “normal’, curve that is
symmetrical in shape and expresses varisbility from the
sveragc in stendesrd devistion units. (Displsy T-1.1.1)
This curve is used to represent statisticsl normality

snd slso sllovs us to make statesents sbout abnormality.

In the normsl curve, the percentsge of scores that fall
betveen any tvo points on the curve is known. So if you
knov the standsrd deviation for s particular score or
characteristic thst is being sessured (e.g., 1.Q.,

height, schievement test score) snd a person’s score on
that characteristic, then you can make judgments regarding
the relative standing of thst score. The category of mental
retardstion is based on the sssumption that intelligence is
normeslly distributed snd that a score belov a certain point
can be considered abnormsl.

Standards for medicsl normslity are arrived at by 1.1.4
messuring certain bodily functions in healthy persons.

Judgments regarding medicsl sbnormality are based on the

degree to vhich a person devistes from that norm.

Defining social normslity is similar to defining
statistical or medical normslity in that judgments about
sbnormality sre made relative to difference frnw the
collective norm. Hovever, an important distinction does

1.1.5

exist. In medical snd statistical noraslity, objective
"facts® asre compiled against vhich subjective judgments
regarding normality are made. Socisl 'norms® are much
more relative to the context in vhich they exist,
therefore, socisl normslity centers sround using
subjective "facts® to make subjective decisions
regarding normality (Ysseldyke & Algozzine, 1984).

There is no "correct®” definition of social normality.
Since many of the decisicis ve mske in special education
are based upon the concept of normality, ve must be
careful to employ . 2finitions that are universal,
specific, and consistent. By universal, ve mean thst
all persons vho meet the definition should be vieved as
falling vithin that cstegory or group and that the
defiaition should be specific enough to only apply to
one group. Furthermore, these definitions sust be
consistent enough that different persons csn apply them
in such a vay as to srrive at the same decizions
regarding the degree to vhich snother’s behavior is
norasl. Ultimstely, the problem with any definition of
normality is that it vill serve as the basis for
subjective decision making. Therefore, the accuracy of
any decision vill depend on the degre< of accuracy
inherent in the dats upon vhich the decision is base
(Ysseldyke & Algozzine, 1984).

In special educstion ve have tried to move tovard the

use of operational definitions that are tied to specific
observable behaviors or events. let’'s take a minute to
exsmine several of the current terms being used in
special education todsy. (Display T-1.1.2) The term
‘exceptionsl’ encompasses sny student vhose performance
devistes from the norm to the extent that he or she
requires specisl programaing. As a result, ‘exceptional’
has come ‘0 include both the intellectuslly gifted student
and the severely retarded one.

» more restrictive term that is sometimes used interchange-
ably with ‘exceptionsl’ is ‘hsndicapped.’ Hovever, the term
handicapped does not include gifted students. MNore specific-
ally, it refers to the problems or difficulties encountered
a8 8 result of s physical dissbility or behavioral character-
istic that marks a person as being different from the norm
(Hevard L Orlansky, 1784).

¥hen a person s ability to perform normsl tasks is limited
by s physical problem ve often refer to that person as dis-
sbled. Hovever, ve must gusrd sgasinst vieving disabled
individusls ss hsndicapped. They are only handicapped in as
much as their physical problems lead to edi--ational, smsocial,
vocstional or other difficulties.

The term ‘impairment’ is basically synonymous with
‘dissbility. ’
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1.1.6 vhat is it like to be handicapped and incarcerated?
One disturbing possibility is that the negative impact
of the prison subculture and environment vill have a
much greater impact on you than it will on the average
offender (S<ntamour & Fenning, 1984; Keilitz, 1984),

It also means that you are less likely to have been
represented by legsl counsel snd vhen represented, it’'s
more likely to have been by s court-appointed attorney.
In a national study of retsrded offenders in correc-
tional institutions, Brown and Courtless (1971) found
that in 7.7% of the ceases, the retsrded perron vas

not represented by sn attorney. Of the ones represent-
ed by sn attorney, 59X of them vere court-asppointed.

If you’re incarcersted and handicapped it also means
that you're much more likely to have plesded guilty and
much less likely to have ples bargsined. In 80% of the
ceses in the Brown snd Courtless study, the original
charge and the convicting charge vere one and the same.
You only have to watch s fev TV gshovs to reslize hov
often ples bargaining occurs and how disproportionate
these figures sre.

In addition, you sre much more likely to serve a longer
sentence thsn a nonretarded inmaste convicted of a similar
crime. Santamour snd Fenning (1964) offer several ressons
for this. The retarded offender is less able to complete
programs that are required for consideration for parole and
more likely to encounter institutionsl trouble leading to
loss of good time. Furthermore, they sre frequently unable
to present vell-defined employment and residentiasl plans

at pasrole hesrings, resulting in the denial of parole.

Finally, being incarcersted and hsndicspped means that

you are less likely to understand your rights or certain
abstract concepts (e.g., self-incrimination) inherent in
the criminal justice system. As @ result of your handicasp,
you may have been incarcerated vhen a nonhandicapped person
vould not have been snd once in the system, you sre much
more likely to be victimized by the more sophisticated
majority of inmates.

Aress of Difference

Under P.L. 94-142, The Educstion for All Handicapped Children
Act, the U.S. Department of Educstion recognizes eleven
categories of handicapping conditions. School districts may
receive federsl financial support for educstional services
provided to students classified under any of these categories.
Let’s tske » brief look st some of the aress of difference
included in P.L. 94-142. (Display T-1.2)

One of the sress included under the lav is that of
visual impairment. Visusl hsndicaps are defined in

1.2.1

1.2.2

1.2.3

1.2. 4

CONTENT OUTLINE . 38.

terms of vimual acuity, s person’s sbility to see things
st specified distances. Everyone is familisr with the
term *20/20 vision." A person vho hss 20/20 vision csn
see at 20 feet vhat 8 normsl person can see at 20 feet,
therefore it im considered normsl vision. A person has
to have visual acuity of 20/200 or less in the better
eye to be considered blind. In other words, tney can
see st 20 feet what a normal person can ses at 200 feet.
Persons vho have a restricted field of vision, such as
in tunnel vision, may slso be classified ss blind vhen
the videst diameter of their field of vision is less
than 20 degrees.

Hovever, under 94-142 you do not have to be legslly
blind to be eligible for special educstion services.
Those persons vith visual impsirments greater than 20/70
in the better eye after correction, may almo be
clasrified snd served.

Hearing acuity, like visusl ascuity, is wmeasured ageinst
an objective medical standerd. As with the visually
impaired, students exhibiting verying degrees of hearing
loss may be served in mpecisl education uvlissses. In
determining hearing impsirments, professionsls sre
concerned vith s student’s ability to hesr sounds st
certain levels of loudness, expressed in decibels, and
st certain frequencies measured in hertz, or cycles per
second. A person is considered deaf if his/her sensory
deficit prevents him/her from receiving sound in all or
most of its forms. Even vith correction, the person
vould not be able to understand speech. A hard-of-
hesaring student msy experience very significsnt
difficulties but can still respond to speech and other
suditory stimuli. Desfness is a lov incidence
dissbility with only about .2X of the school-age
population, or about 1 child in 300, experiencing severe
or profound hesring losses. Hovever it is ectimsted
that sbout 5% of all school-sge children have hearing
impairments (Davis & Silverman, 1970).

Students vho differ from the norm in their degree of
mobility sre often classified as physically impsired.
Hovever, some states have s broad cstegory of ‘other
health impsired® in vhich these students are included
along with ones vho experience chronic or scute heslth
problems. Students vho have neurologicsl impairments
such as cerebral paisy and muscular dystrophy, those
vith congenital snomalies (clubfoot, spina bifids, missing
limbs) and those vho experience health problems such as
hesrt disesse, asthms, and disbetes fall vithin the
categories of ‘other heslth impsired’ or ’‘physically
impaired.’ The U.S. Depsrtwent of Educstion statistics
indicated that, in 1980, spproximately 200,000 students
vere being served betveen these tvo categories.

The broad category of communication disorders ven
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1.2.5

1.2.6

RIC

encompass: (1) those vho experience expressive or
receptive language deficits (i.e., sphasias, motor
spraxis) and (2) those vith speech impairmenta. In any
of these categories listed under Public Lav 94-142 the
impairments must adversely affect their educntional
perforsance for the atudent to qualify for apecisl
education serviceas.

Another sres of difference recognized under the federal
legislation is that of ancisl/emotional functioning.
This is s category familisr to many of us in correc-
tionsl educstion. There is no definition of behavior
disorders that is currently sgreed upon by sost pro-
feasionals (Hevard & Orlansky, 1984), slthough P.L.
94-142 has made an attempt to define the term. Under
the lav several criteris suat be met in order for s
student to qualify for services. VWhatever the problem
exhibited, it must have been demonstrated over a long
period of time snd to & marked degree. Furthermore,
must adversely affect educstionsl performsnce.
Additionally, the term 13 not msesnt to include children

vho sre socislly maladjusted, unleas it is also deter-
mined that they sre seriously emotionslly disturbed.

In spite of this exclusionary clause, Xeenan and Hammond
(1979) argue that 2 good msjority of incarcersted juveniles
neet this definition of emotionally disturbed. They

atate that "there asre very fev legitimate juvenile socio-
pasths (i.e., children vho sre seriously socislly melad-
justed vith no element or overlay of emotional disturbance).
Failure, rejection, punishment, asnd guilt tend to create
emotional upset in teen-aged humans® (p. 381).

it

(Display T-1.2.6) Intellectusl differences lie at
either extreme of the normal curve discussed easrlier.
Gifted and talented students are generslly those
students performing in the top 3-3% of the school age
population and sre not included under the provisions of
P.L. 94-142. And slthough Congress passed the Gifted
and Talented Children’s Educr.tion Act in 1978 to provide
financial incentives, onlv (3 states have mandated
services to this population of exceptionsl atudents.

On the other end of the continuus of intellectual
differences are the 3% of school age atudenta vho are
classified as wmentally retarded. The AAND defines 1.
mentasl ratardation as "significantly asubsverage
intellectusl functioning existing concurrently vith
deficits in adsptive behsvior, and manifested during

the developwmental period® (Grosssan, 1973, p. 3).
Significantly subaverage is interpreted to mean
“performance that is tvo or more atandsrd devistions
from Lhe mesn or average of the test” (p. 11). HNentsl
rete “tion is generally clsasified as mild, woderate,
severe, or profound according to the degree to vhich the
student varies from the mesn. Becsuse of the different

2.7

standsrd deviations, the ranges for the tvo most videly
used 1.0. tests var) slightly (see overhead).

Level Test

Stanford-Binet VWechsler
Mild 68-52 70-55
Noderate 51-36 54-40
Severe 33-20 29-25
Profound 19 sand belov 24 and belov

Learning differences can also occur smong the population
falling in the middle range of intelligence. Students
labeled as learning dissbled fall vithin the normal
range, but do not schieve commensurste vith their asge
snd ability levels in one or more sress, vhen provided
vith appropriste learning experiences. These lesrning
diascrepancies may be in the saress of orsl expression,
listening comprehension, vritten comprehension, basic
reading akills, reading comprehension, math cslculation,
or math ressoning skills. Hovever, atudents csnnot be
identified as learning dissbled if the severe
discrepancy is primarily the result of:

8) @ visual, hesring, or motor hsndicsp;

b) wmentsl retardation;

c) ewmotionsl disturbance; or

d) environmental, cultural, or economic
disadvantage.

This definition of lesrning disabilities and itas
exclusionsry clsuse suffers from the same type of
vaguenczas as the definition of seriously emotionally
disturbed. Frequently ve aece atudenta vho heve both
emotional and lesrning problems. It is often tiwes
difficult to diatinguish vhen an emotional disturbance
is the major cause of the learning disability or vhen
the learning problews have resulted in ewotional
problems.

In addition to the categories of differencee that ve

have already discussed, there are some studenta vho csn
be claasified as having multiple handicaps. These are
the atudents "vho because of the intenaity of their
physical, wmentsl, or emotionsl problems or a combination
of auch problems, need educationsl, socisl, psychological,
snd medicasl services beyond thoae vhich are traditionslly
offered by regular snd specisl education progrems (21

U.S. Code 1407 (7); 43 Code of Federal Regulstions 121.1).

Severe multiple handicaps can be caused by a variety
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of conditions, vith a significant percentage of the
children being born wvith chromosomal abr.rmalities or
vith genetic or metabolic disorders ‘Hevsrd & Orlansky,
1984). Some of the children included in this group are
deef-blind, students vho have & combination of cerebral
pslsy, mental retardstion and language impairment, etc.

2.0 HISTORICAL DEVELOPMENT OF SPECIAL EDUCATION

2.1 Influences on Schooling in Americes

Today ve are going to discuss the historicsl background of the
right to education for the handicapped movement, along vith
prevalence figures for various handicapping c¢ ditions and sowe
of the existing servic: delivery models.

2.1.1 To understsrd the historicsl development of special
education, you must viev it in the larger context of
schooling in America. To begin vith, there is no
Federal constitu.‘onsl right to education. The 10th
Amendment to the Constitution clesrly reserves education
as a state right. Consequently, states, through
legislative aver_wenis to their constitutions, have
enacted lavs tl.at suthorize or require s system of
public schools, as vell as mandatory school attendoncs
lavs. (To the ginstructor: mention the constitutional
provisi-n for your stmte.)

2.1.2 The first mandstory sttendance lav vas passed in 1840
vith gll states requiring compulsory educstion by 1918,
It is interesting to note thst compulsc_y educstion for
the handicepped did not sppesr until about 135 years
after sanduatory attendsnce for nonhandicapped st “ants
vas required in all states. In 1975, P.L. 94-142
mandated that educational services be provided to all
handicspped students, including those vho vere
institutionslized or incsrcerated. Unfortunately,
snother decade hss elapsed since its passage and the
major drive to implement it in corrections! settings is
just getting started.

Since education is 8 right reserved to the states, the
objectives for educstion and spproaches to implemen-
tation vary from state to state. As a result of this
divereity, you may find many different definitions of
vhat schools sre and vhy they exist.

Basically, most formal definitions of schools identify
them as social institutions “"thst sre established vhen
informal education is no longer sufficient to induct
the young into the culture, or vhen there is a body oi
knovliedge and skill to be tsught formslly.® Whetaver
the definiticn, most people believe that schools are to

Aruitoxt provided by Eic:

2.2

- - . D m = D - . - —— TS - - -

transmit the knovledge, beliefs, technology, values, and
the rules of the culture in vhich they exist (Ysseldyke
& Algozzine, 1984).

Protlems in the Educational System

Some individuals feel that vhile the chjectives of education
have included all of the functions ve Jave just discussed,
schonls have not necesssrily done vhat they should have done.
There sre those vho vould srgue instesd, °that they have also
served to select vi nere and losers on the basis of circum-
stunce of birth; to incresse the gap betveen the haves ant the
have-nots in our economic system; to turn off certain ki:ds of
talent vhile fostering others; and to love: the self-concept

of those vho do not adjust essily to the expectations and
regimens of school'ng® (Goodlad, 1979, p.2). Those that vould
argue in favor of this statement point to the problems in school
st‘endance, dropout rates, lovered achievement scores snd the
liké z= indicators of the fasilure of American schools. For many
studer*s, school has not been s very reinforcing place tnr be.

This is particulsrly true of ifuncsrcersted juveniles. Some
researchers (Keensn & Hemmond, 1979) go even farther .n
suggesting that s grest desl of the behavior that brings
adolesconts to the sttention of the juvenile court °can be
sttributed to the failure, often by the public school systenm,
to npply, or to have st the opportune time spplied, appropriate
special educstion...® (p. 370). In their study, Burke snd
Simaons (1953) found that 90% of i.stitutionslized delinquents
had school records of truancy and poor school adjustwent. In
addition, they found that 73X had failed tvo or more gradem,
735% had left school at or before the legsl age of 16, and 67X
of incarcersted juveniles vere resding belov the sixth grade
level. In light of the high correlations betveen educational
sttainsent and employment and betveen unemployment, educational
failure and juveiile delinquency, hoth parents and educators
have become concerned vith the school system’s failure to
educate significent numbers of students. (Display T-2.2)
2.2.1 Actendance, a8 sentioned, has been one indicstor that
critics nsve poiniec to in citing school failure.
Ye'innal fiqires indicate that spproximstely 8X of the

1 nationvide studen* body im absent daily from
scaool. Larg» city school systems tend to have
sttendance rates that fall belov the nationsl norm. In
Bsltimore, Nev Orleans, Cleveland, snd Weshingtown, D.C.,
more than 14X of the stucents sre absent daily, vhile in
Nev York and Boston the sbsenteeism rate has skyrocketed
to slwost 25% (Dearman & Plisko, 1980).
2.2.2 Another issue frequently discussed is 'he dropout rate.
Dropout prevention has been of particular concern to
many because of the strong positive correlation betveen
educational sttsinment and employsent in later life.
The dropout rate is slarming vhen you reslize that »
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disproportionate number of dropouts also come in contact
with the correctional system.

In a study sponaored by the Children’e Defenae Fund,
snalysis of the 1970 U.S. Buresu of Census dasts
indicated that nesrly tvo million children betveen the
sges of 7 and 17 vere not enrolled in school.
Reaesrchers felt thst these . oures did not accurstely
represent the real picture since the statiatics do not
include studenta vho vere enrolled but suspended or
expelled, nor do they include many handicapped or
pregnant students vho vere receiving only homehound
instruction (¥Washington Research Project, 1974). Theae
statirtics sre slarming because, as Keenan and Hemwond
(1979) state "the incidence of dropouts, pushouts, and
exp- .lses in the juvrnile delinquent and storage
institutions i3 extremely high® (p. 282),

While the study does not accurstely reflect the number
oi students Physically out of achool, also lacking in
those statistics sre the number of children vho sre
functionally out of achool. The study estimaten thct
there sre s far grester number of studenta vho remsin in
school vhile benefitting very little or not at all (p.
2). Yany of the students ve serve in correcticnal
educstion fsll into these cstegories, ss they huve
either been physically out of achool or functionally
excluded prior to coming in contsct vith the criminal
justice aystenm.

Another srea vhere education has come under heavv
criticism is in declining achievement scores and
increasing illiterscy ra‘es. 1In 1980, in addition to
the spproximstely 2 million students out 3f achool, 83%
of the 4 million special education studeits vere not
periorming sdequately in basic subjects and snother 5
million studenta vere enrolled in comrensatory educatiorn
programs funded under Title 1. Theze figures are
indicators of the significant number of styvients vho sre
fsiling to benefit from our educational system
(Yaseldyke & Algozzine, 1984).

As one might suspect, s dispropor’.onste number of those
vho drop out or vho are enrolled in compensatory
educstion programs sre minority students. While
nationsl sverages indicate that approximstely 10% of
students drop out each year, statistics shov that 22X of
American Indians drop out, 20X of Hispanice, and 15X of
blacka qQuit achool.

In addition to higher drop out rates, minority students
slso perform lover on standardized *ests. Studies have
shovn that vith the excuption of Oriental Awericans,
minority students in the first grade score on the
average one standard devistion lover than vhite
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students. Furthermore, that deficiency increases in
the higher grade levels, wvith tvelfth grade minority
students falling significantly behind vhite students
(Coleman, 1966; Burkhead, Fox, & Hollsne¢ 1967; cf.
Dearman & Pliasko, 1980).

Disproportionste numbers of minority students sre slao
found vithin our correcticnal inastitutiona. 1In a U.S.
Department of Justice study (1977) resesrchers found
that blacks vere tvo and s half times more numerous
among incarcersted populstions thsn among the genersl
populstion of 10 to 19 yesr olds. In sddition, vhile
Hispanics conatituted only 6X of the genersl population,
they represented 9% of the incarcerated juvenile
population. This dets indicsting higher percentages of
minorities among dropouts and scademic underachievers,
correlateas vith the higher percentages of minorities
among incsrcersted populstions.

Dealing effectively vith these large numbers of students
vho are failing to benefit from education ia no esay
task. In the past, vhen a student fasiled to adjust to
the curriculum, they vere simply excluded from achool.
With the advent of the civil rights movement and the
corresponding right to education for the handicapped
movement, exclusion vas no longer considered adpropriste.
As 8 result, schools vere forced to find better vays of
meeting the needs of their students and specisl education
came out of the closet and into the classroom.

2.3 Fmeigence of Specisl and Rewedial Programs

2.3.1 Although special education programs existed in private

institutions, it vas not until astates passed mandatory
education lavs that ve began to see them in public
cchools. Theae first school sttendsnce lavs forced
exceptional children to becowe more viaible in the
public achool ayatem (Display T-2.3.1).

As 8 result, esrly sducationsl progrsms only offered

tvo choices. Either you recei.d and benefitted from
instruction vhich vaa provided in lock-step graded
classes or you vere educsted in specisl class, totally
resoved from the msinstresm. These specisl classes vere
vieved by most educstors as clesringhourss for studentas
vho vere en route to the prevailing treuteent

facilities (i.e., inatitutions for the physically
mentally, or morally deviant members of society
(Ysse'cdy e & Algozzine, 1984)).

Some of theae special classes vere catablished to aerve
studenta vith s cific dissbilities. Clasases for the
blind vere initisted in 1900 in the public schools of
Chicago, but unfortunstely this vas not until 7! yesr.
after their ewergence in private inatitutions (Reynolds
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& Birch, 1982). And vhile some of these rclasses vere

designed to serve students vith specific impairmen‘s,

others vere siwmply s dumping ground for those students
vho did not fit into the regulsr classroom.

vill be placed on sssuring handicapped students equal
Sccess to vocationsl training ss part of their special
education prograss.

Correctional educstion progrsms have benefitted in the
past from vocstional training meciies and Title 1/Chapter

2.3.2 Since their beginnings in the carly 1900s, public school
prograss for specisl students have develop&d into an I funding. With the movement tovard the provision of
elasborste system. Specisl education classes for the 94-142 services in correctionsl settings, institutions
cetegories of hsndicspping conditions stipul. ‘s under should slso benefit fros specisl state and federal
P.L. 94-142 sre one vay the systes has tried to cope funding of special educstion programs. In addition,
vith student fsilure and the inability of schools to more monies should become svailable thrcugh vocationsl
weet the needs of their students. In sddition, other training programs to maske them accessihle to the
specisl remedisl and compensstory programs (i.e., Title handicspped incarcersted inmate.
I, fdeadstsrt, Project Follov Through, etc.), ss vell as
vocstionsl educstion, have been implemented to cope vith 2.3.3 Right to Education Hovement
the significant number of students vho are not
succeeding in todsy’s schools. We have tslked sbout severs! educational movements, some
of vhich grev out of the 1960s ¥er on Poverty, and their
The Elesentary snd Secondsry Educstion Act (ESEA) Title attempts to address the failure of the schools to
I, 0¥ called Chapter I, has provided compensatory ed- educate gignificant numbers of students. It vas during
ucstion funding for econowmicslly dissdvantaged studerts. thie ers that the right to education for the hsndicspped
Many correctionsl education programs receive some of movement gained momentum. In & brosder sense though,
their funding through Chspter I wonies. These funds are the right to education movement vas part of the larger
provided to schools on the basis of the proportion of movement advocsting habilitation snd trestment for the
students living st the poverty level. Unfortunstely. handicspped. Also included in this movement ves the
this does not mean that all economicslly dissdvantaged push avay from institutionalization snd tovards normalcy
students raceive Title I/Chapter 1 services. Still, in for the handicapped.
the 1977-78 school yesr:
Over the psst thirty years, the civil rights of
- 87% of all schools in the U.S. received Title I funds Americans hsve continuslly been redefined snd ensured
- S million students vere enrolled in Title I progrsms through various mental dissbility lsve, civil rights
- most vere enrolled in grsdes 1-6 legislation and court litigstion. The Education for All
- 11X of all students required compeasstory educstion Handicepped Children Act of 1975, coswonly referred to
s Public Lav 94-142, is a direct result of these
Finslly, since Title I funding is veighted by the stute historical movements vhich have served to further insure
sversge expenditure per pupil, schools vith the largest thst sll Asericens sre sfforded equsl opportunities
proportion of lov-income students did not necesssrily under the lav. In order to understand P.L. 94-112 snd
receive the largest sllocstions of funds. In Missiseippi, its implementing regulations, one must examine it in the
vhere 20X of the students received compensatory educstion, context of thse movements. (Display T-2.3.3s)
the sverage per pupil expenditure vas )uver, resulting in
s lover proportion of Title I funds being allocated to that The developsent of P.L. 94-142 hes typified the cycle of
state (Desrsan & Plisko, 1980). evolution that generslly takes place vhen nev lavs are
drafted. This cycle is initisted vhen the courts
In 1963 The Vocstionsl Educstion Act msde it possible establish certain rights snd principles through legsl
for the iedersl gove.,nment to provide financial sssist- interpretations of constitutional provisions. These
ance to ststes to fund job treining progrems in the legal decisions, which constitute case lav, are only
schools. Although vocstional training programs had been binding vithin the court’'s jurisdiction. Hovever, some
in existence since The Smith Hughes Act of 1917, they of these decisions sre seen as setting a paychologicsl
vere rather limited in scope snd relatively fev in numbers. precedent, even vhen s legsl one does not exist. After
seversl judicial decisions have been delivered on s
Traditionslly, students vho had failed in “regular*’ right or principle, these rights and principles are
academically oriented curr.culum vere sssigned to generslly incorporsted into stastutory lav by Congress or
vocstionsl programs in order to prepsre them for the various state legislaturvs. The implem;ntation of s
employsent. Nov vith the passsge of P.L. 98-324, the nev statute is often folloved by another round of
[ litigstion, vhich seeks to interpret gtstutory lav to
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clearly discern the intent of the lav makers. The
principles or decisions that result from this second
round of litigstion are then frequently translated into
legislstive swendments and refinements of the law, in
order to further clarify the intent. Thus, ve have
three important sources of lav in our system:

Constitut ional lav, statutory lsw, and case lav.

In examining Constitutionsl lav in the United States,
three important principles affect educstion. First,
the federsl governsent has only those povers
specificslly granted by the U.S. Constitution. All
other povers sre reserved for the states, except those
specifically denied by the Constitution, thereby
alloving the states %o legislate to protect or promote
the general velfare of its citizens. In addition to the
designation of certain povers, the Constitution sssures
that neither the state nor the federal government may
deny sn individusl citizen those rights vhich are
specificslly guarsnteed by the U.S. Constitution, such
as due process snd equal protection.

In the ares of education, the 10th Amendment to the
Constitution clesrly reserves education as a state
right. Consequently, aslmost all state constitutions
have enacted lavs that suthorize or require a system of
public schools, ss vell as maidatory school sttendance
lavs. One might then ask hov the federal government got
into the picture wvith P.L. 94-142, ss vell as other
federslly funded educstionsl programs, if education is
supposedly regulated by the states?

The iederal government hss come into the educational
srens through the interpretation of certain statutory
lavs snd through the equal protection and due process
clauses of the Constitution. Statutory lav includes all
lavs (or statutes) vhich sre vritten by Congress or the
various state legislatures. It is also inclusive of the
rules snd regulations that are wvritten to accompany the
legislation.

Under Article 1, Section 8 of the Constitution, Congress
vas granted the pover to tax and spend in order to
protect the genersl velfare of the people by enticing
states to meet certain standards and conditions in the
provision of waucstional services. Thus, monies made
svailable through the federal government by lavs such as
P.L. 94-142, Title I (nov Chapter I) of the Elementary
and Secondsry Education Act, and the Vocational Education
Act, etc., are only provided upon the fulfillwent of
specified conditions. In other words, these lavs are not
mandatory unless 8 state vishes to receive funding sllocrted
by the lav.

Yhile compliance with certain federal statutes may be
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elective on the part of the states, both the states and
the federal government are bound by the due process and
equsl protection clasuses of the Constitution. The right
to education for the handicapped movement has its roots
in the civil rights movement, vhich grev out of judicial
interpretations of these tvo Constitutional clauses.

The concept of "due process® is gusrsnteed to us through
the Sth and 14th Asendesents of the U.S. Constitution.
These amendments stipulste that governments cannot
deprive citizens of life, liberty, or property unless
due process of the lav has been provided. Due process
mesns that at the minimum, citizens sare to be notified
of the sction to be taken and they have the right to be
heard. In instances such as a capitsl crime, vhere
there is the issue of life at stake, the r~ximum amount
of due process has been required. This is interpreted
to include the right to a speedy trisl, to counsel, to
compel and cross-examine vitnesses, to sppesl decisions,
etc. Federal and stste lavs can mandate more due process
than vhat is required by the Constitution, but not less.

Our right to equal protection under the lav is also
found in the Sth snd l4th Am~ndesents. Vhile the right
to equsl protection of the lav does not mean that ail
citizens must be trested equally, the government mus?
have a sufficient resson vhen they choose to treat some
citizens differently. In cases vhere a citizen is
receiving differentisl trestwent because of membership
in 8 minority group that is relstively poverless, or
vhere there is a constitutional right being abridged,
the government must clesrly demonstrate s compelling
resson for treating its citizens differently.

The 19354 Supreme Court dccision in Brown v. Bosrd of
Educstion vas based on this premise of equal protection.
In its decision, the court held that racially segregated
educstion violated the equsl protection clause of the
14th Amendment. In stating that "... it is doubtful

that any child may ressonably be expected to succeed in
life if he is denied the opportunity of education. Such
an opportunity, vhere the state has undertaken to provide
it, is a right which must be made available to sll on equal
terms,* the Brovn case opened the door for future litige-
tion on the behalf of handicapped children vho vere slso
being segregated and excluded. (Display T-2.3.3b)

Folloving the Brovn case and school integration, ability
grouping or ®tracking® vas an approach used by meny
districts to address the large numbers of students vho
vere not succeeding. It alsc tended to maintain
segregation vithin "integrated® schools. The Hansen v.
Hobson (1967) suit vas instrumental in having the

system of ability tracking eliminated from the Washington,
D.C. school system. Folloving this case, the courts have
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repeatedly demonstrated that educstional placesenta based
on achievement test scores result in disproportionste
numbers of minority students being placed in the lover
tracks. VWhen sbility tracking vas eliminsted, wore pres-
sure vas then brought to bear on the schools regsrding
their insbility to sdequstely serve students. Hansen v.
Hobson therefore affected the drafting of later legislation
in tvo veys: (1) it brought pressure to establish other
more acceptable vays of categorizing snd serving children
in the schools, snd (2) it helped to establish that this
categorization could not be done on the basis of schievement
scores alone.

Folloving the Hansen v. Hobson decision, the Disna v.
State Board of Educa*ion (1970) cesse established another
important precedent for specisl sducation. In thias
case, the state of Californis agreed to (1) test sll
non-English spesking children in their primsry lsnguage,
ss vell as English, prior to placement in clssses for
the mentally retarded, (2) to eliminste "unfair verbal
itess® from tests, and (3) to develop 10 tests that arc
normed on Mexicsn-American populstions and that reflect
that culture. Teating students in their nstive language
vas » provision later incorporated into P.L. 94-142.

In 1971, the Pennsylvania Associstion for Retarded
Children (PARC) used the equal proteciion clsuse and the
precedent set by the Brown csse to force the state of
Pennsylvanis to provide equal educational opportunities
for its retarded citizens. Hovever, in PARC v.
Pennsylvanis, s consent agreement vas entered into, ss
opposed to a judicial decision being handed down.
Therefore, vhile it met the tone for future litigation
snd legislation on the behalf of the handicspped, the
PARC csse set no legal precedent, since consent
sgreements are only legally binding on the parties
involved in the suit.

The PARC agreement stipulsted that every retarded
individusl should be provided s free, sppropriste public
education that vas specifically designed to meet their
individusl cepabilities. In sddition, it stated that
these services vere to be provided in the leasi
restrictive environment and that there vould be an
sutomatic resvslustion of sn individual’as program every
tvo years. The sgreement also insured that retarded
citizens vero entitlad to procedursl due process
conaisting of notice and hesring and that sny change of
placement required due process procedurea be
implemented. Theae basic tenents lster became the
backbone of P.L. 94-142,

Folloving closely behind the PARC case, s suit vas
brought in the District of Colusbis on behalf of
emotionally disturbed students vho vere being denied
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access to public education. The Mills v. Board of
Education of the District of Columbia (1972) decision
agein held no legal precedent outside the court’s
jurisdiction, but vas vieved ss a psychologicsl
precedent by many. The Nills decision restated
basically the ssme principle ss that found in PARC, but
extended it to all handicepped children by stating that
children, regardless of any exceptional condition or
handicsp, hsv~ = constitutionsl right to s publicly
supported educstion.

Another important aspect of the MNills case vas the
concept that "equsl” vas not alvays "equitable.® The
Board of Educstion had srgued that there vere
insufficient funds to support the higher costs of
educating emotionally disturbed children. Hovever, the
court ruled that if sufficient funds vere not available
to support the total cost of education for all children-
then the Board of Education vas to diatribute the funds
equitably, so sa to fund the sane percentage of the cost
of education for the handicapped ss vell as the non-
handicspped. In addition, the Nills deciaion also
established the use of due prociss hesring officers to
insure the rights of parents and students.

During the ssme yesr as the Nills case, the Vocational
Rehabilitation Act ves extended requiring first service
priorities for those vho vere the moat severely
handicspped. A yesr later, Congress passed P.L. 93-112,
The Rehabilitation Act of 1973. Since the originsl
intention of P.L. 93-112 waa to ensure equal employment
opportunities for the handicspped under any prograass
vhich vere receiving federsl funds, the nondiscrimination
languege found in Section 504 vas interpreted only as
prohibiting discriminstion in matters of employsent. In
1974 the Rehabilitstion Act ves amended to broaden the
definition of "handicapped® to include any handicapped
children vho might be denied adweission to achool systems
vho vere slso receiving federal funds (Msrtin, 1980).

In spite of the amendments intended to broaden the

impact of Section 504, H.E.¥. failed to respond by
promulgating regulastions. Without implementing regu-
lations, achool districts, as vell as other agencies,

did not feel compelled to comply vith such broad sveep-

ing ! ,islation. In fact, it vas not until four yesras
later after seversl embarrsasing demonstretions snd sit-
ins, thst regulations vere published. These regulstions
appesred in the Federal Rogister on Mcy 4, 1977, with

full complisnce vith the regulstions mandsted to occur no
later than September 1, 1978. The regulations descrite
Seccion S04 as the tirst federal civil rights lav protect-
ing the rijhts of handicspped persona and requiring that the
handicspped be brought into the mainstresm of Americesn life.
During the four yesrs betveen the passage of The
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Rehabilitation Act of 1973 snd the implementing
regulations, Congress continued to push for reforms

in the provision of services for the handicapped.

In August 1974, the Educstion of the Handicepped Act,
P.L. 93-320 required stat * educstion agencies to
develop state plans vhich ’'ould further delineste
school district responsibi 'ities and sssure procedural
safeguards. The following year, this sct vas smended
by P.L. 94-142, the Educst.on for All Handicapped
Children Act. On October 1, 1977, just several months
sfter the implementing regulations for Section 3504 vere
signed into lav, the regulstions for P.L. 94-142 becsme
effective. Thera vere then tvo important pieces of
legislation that handicapped persons could rely on:
Section 504 of the Rehabilitstion Act of 1973 and P.L.
94-142 (Martin, 1980). Congress hsd Jefinitely brought
the handicspped out of the closet into the msinstresm of
American society.

NHajor Federasl Legislation

2.3.4.1 Sec v 504 of the Rehabilitstion Act of 1973
(Display T-2.3.4.1)

The Department of Health, Educatior and Welfesre
published finsl regulations for Section 504 on Hay 4,
1977 (45 Code of Federsl Regulations B84). As part of
the Rehabilitation Act of 1973, Congress enscted Section
%04 vhich provides that "no otheryise qualified
handicspped individusl... shall, soley by reason of his
handicep, be excluded from the participation in, be
denied the benefits of, or be subjected to
discrimination under any program or activity receiving
federal finsncisl assistance.’

This regulation is intended to ensure that programs
receiving any federal sssistance under Health, Education
snd Welfare are operated vithout discriminstion on the
basis of handicap. The regulations:

(1) dc ine snd forbid acts of discrimination in employment

{2) require recinients to mske reasonsble accommodations to
the handicaps of aspplicants and empioyees

(3) require recipients to make Programs sccessible and to sssure
that nev facilities sre readily sccessible to handicapped
persons

(4) and to operate their programs in a nondiscriminatory manner.

Aside from the 94-142 regu’stions, Section 304 also
mandstes » free, sppropria.e, public education for sll
handicspped persons regardless of the nature or se ity
of the handicapping condition. In thiy sres, the
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implementing regulations for 504 and 94-142 are aslwost
identicsl in vording.

In addition, 504 definitions of hsndicapping conditions
sre more inclusive than those of 94-142. Consequently,
some educators feel that all adjudicated juveniles meet
the definition of 'handicspped persons’ under Section
S04. This section defines ’'handicspped person’ as or?
vho has s physical or wmental impairment vhich
substantially limits one or more of major life
sctivities {e.g., functions such as caring for one’s
self, performing manusl tssks, v&.king, seeing, hearing,
spesking, bresthing, learning and vorking).

2.3.4.2 P.L. 94-142 -- The Education for
All Hendicepped Children Act

(Display T-2.3.4.2)

As mentioned before, slthough Section 504 vas passed by
Congress in 1973, the implewmenting regulations vere not
promulgsted until 1277, and vere published just before

the regulations for P.L. 94-142 vere finalized. Vhile

S04 forbids discrimination against handicapped by recip-
ients of federal funds and required that all handicapped
receive » free, appropriaste, public education, P.L. 94-142
vas implemented to fund the excess costs of educating the
handicspped. Under 94-142, states vhich developed plans
stipulating policies and procedures for educating hsndicapped
students could receive flov-through funds originally project-
ed to range from 10 to 40X of the excess ccsts. Scate plans
vere to include service to all handicapped children betveen
the sges of 3 snd 18 by 1978, and 3 and 21 no later then
September 1980.

P.L. 94-142 slso mandsted certain provisions that the
stastes must meet to insure education of the handicapped.
For example, states hac tc guarantee that students would
be educated in the least restrictive environment and to
the maximum extent possible vith nonhandicapoed peers.
Further assurances regarding evaluation and placement
procedures vere to be made in order to guard agsinst
racislly or culturally discriminatory practices. Once
evaluated, handicspped students must hsve sn individ-
ualized education prograom developed prior to placement.
And finally, due process procedures vere included to
ensure that ‘vhenever s school proposes or refuses to
initiate or chsnge the identification, evaluation, or
placement of 8 child® parental rights vould be protected
through prior notice, the right to be heard, aad consent
requirements.

2.3.4.3 Education fo: the Handicapped
Act Amendments of 1983

(Display T-2.3.4.3)
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in 1983 Congress passed P.L. 98-199 to amend the
Education of the Handicespped Act. These amendments
provide for discretionary grants for secondary education
and transitionsl services for the hsadicapped. They
establish funding priorities for transitional atrategies
and techniques, wodel vocational programs, cooperative
models for transition, and resesrch projects in
secondary education.

These smendments could have an impact on correctional
education programs in light of the Depsrtment of
Education’s currant funding priorities. Recent requeats
for propossls indicsted thast handicapped poptulations
vho vere also dropouts, migrants, minorities, or
incarcerated vere to be tsrgeted populstions for
projects seeking funding.

2.3.4.4 Csrl Perkins Vocstionsl
Education Act - P.L. 98-524

The Carl Perkins Vocational Education Act vas aigned
into lav in 1984 and the implementing regulationa vere
published in the summer of 1985. As mentioned before,
this sct provides for 8 .umber of revisions to previous
vocational educstion legis® on. Since the 1970s there
have been 10X set sside f. 1locsted te support
vocational education for the .adicspped. Those aet
aside funds vill remain, but vith stronger matcl.ang and
excess costs provisions.

In the past, slthough 10.5X of all elerentary an' secondary
students vere identified ss handicapped, only .3X v, en-
rolled in vocational educstion programs. VWith this rev act
there are many nev assurances that states =:st make in guar-
snteeing equsl access and recruitment of handicapped stuvdants
to a full range of progranms.

Hopefully, this act will have a positive impact on the pro-
vision of vocational tra ing programs to handicrpped inmates.

Hovement into Corrections

At the same time that the right to education for the
handicapped movement vas gsining womentum, the right to
treatment and habilitation for confined non-criminsla
and constitutionsl limils on trestments imposed on
civilly committed persons vere slso being advanced.
Many of these cases srgued violations of the 8th
Amendment’s proscription of cruel and unususl
punishsent. While these cases initislly focused on
physical sbuses, environmentsl deficiencies, and the
use of certain drugs in trestment therapies, etc., more
recent Cases have slso expanded to !nclude the provision
of educational services to handicapped offenders. The
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movement in corrections ves similar to that for
handicapped perasonas in general. The first cases vere
srgued under a right to trestment snd 14th Amendment
rights, vhile lster cases have relied on the provisions
of P.L. 94-142 and Section S04.

In 1972, sround the seme time ss the PARC case vas

srguing right to trestment for the institutionalized
mentslly retarded, three important class sction suits
vere brought erguing s right to trestment for incer-
cerated juveniles. One of these suita ves brought by

the boys of s training achool in Indisns for violation

of their lat, 9th, and 14th Amendment rights (Keenan, ¢
Hammon 1979, pp. 2351-351). The Nelson v. Heyne case apeci-
fied th  these incercersted juveniles had sn sffirmstive
right to trestment and that the trestment should take into
considerstion the individusl needs of the students.

A similar class action suit vaa also brought in 1972 in
the Inmates of Boys Training School v. Afflect. Here
sgein, the court found 8 right to trestment sud the
responaibility of the institution to provide such
trestment. And finslly, in Martarells v. Kelly the

court ruled that not only vere inmates to be provided
trestment, but thst s constitutionally adequate standard
of treatment must be msintsined. This case vas one of
the first thst msndated certsin minimum levels of service.

The folloving yesr, in 1973, a class sction suit vas
brought agsinat the Texas Youth Council. Although the
Horsles v. Turmen case vas not gettled until 1977,
srcund the time that the 94-142 regulstions ve e to be
implemented, the cour' did finally specify » right to
trestment that included a right to education for the
educstionally handicapped.

Another right to trestment case is found in Ruiz v.
Estelle, a Texas case involving conditions of confinement
for prisoners. Issues involving specisl education for
both sdults and Juveniles vere raised at the trisl, prompt-
ing the Texas Department of Corrections concession that
only sbout 20% of the handicepped inmstes vere actuslly
being served at that time.

As ve have mentioned, by 1977 regulstions hsd been
promulgated for both Section S04 and 94-142. In that
same year, s class action suit, NMorgan v, Sprost, vaas
brought by the students in » Juvenile facility in
Hississippi. This vas one of the first csses argued
under 94-142 regulations and the court ordered improve-
ments reflecting educetionsl snd specisl education needas.
Shortly after the iagulatiuns for 94-142 vere publiahed,
states began to pasa their ovn lavs gusranteeing s
right to «ducstion for the handicapped vithin their
statea. The first clesas action right to trestment suit
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brought under 94-142 and state lav vas Doe et aul. v.
Bradley. It was filed in 1978 on behalf of all mentally
retarded residents of juvenile correctional facilities
in t" * state of Tennessee. The findings of videspresd
sbuse of mentailv retarded ‘uvenile inmstes resulted in
an injunction decree being issued by ‘.he court in early
1979 (Hockenberry, 1980).

Another landsark case occurre 4in Morth Carolina in
1979. In the Willie M. cless sction suit, the state
agreed to provide appropriate treatment and educational
services for sll incsrcerstes emotionally disturbed
juveniles vithin the state. The3e students experienced
w ‘ere emotionsl probless and vere considered violent
and sggressive. Eximting correctionsl fecilities could
not provide th°s vith sppropriste trestment prograss and
the existing wmental healt!, progrses could not provide
the secure environment neede. by sany of these stuvdents.
This consent sgreement resulted in the establishsent of
apecialized treatment facilities and progrsss to deal
vith this populstion of students.

In 1981, Sreern v. Johnson, snother correc:ions case,

also affirmsed *he rights of insstes to specisl ed. ation
services under 94-142 and stste lsv. In this Nesss-
chusetts cace, the court ruled that handicspped insates

not yet 22 years old did not forfeit their rights to s

free sppropriste publ.c educsticn sisply becsuse they vere
incarcerated. Under ©1-142 th: 18-21 year old age range is
not ssndatory unless ~ fucationsl services sre provided under
state lav to other ..andicappad or nonhandicspped students.
Massachusetts hss such s lav and 82 the court detersined
that handicapped insstes vere slso entitled to such services.

While it is the responsibility of the state educstion
agency to ensure -hat all handicapped students,
regardless of institutionalizstion or incarcerstion,
receive an sppropriste education, there are several
sitigating fartors that sake this, st best, a8 difficult
task. The probles of coordination of services {is
u*slly exscerbated by the number of agencies vho are

st .allv involved in the provision of services and the
variety of adsinistrative srrangements thst are involved
in the provision of such services. MNoving 94-142 into
e currectional setting snd bringiny correctional
facilities into cospl.snce in the provision of specisl
educstion ind related services will be no easy task. It
is highly likely thst ve wvili co~tinue to see litigation
involving the parameters of specisl education vithin the
correctional setting.

3.0 Specisl Educst .un in Todsy'’s Schools
3.1 W¥ho 1is Being Served in Special Education?

FRIC32
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1

overview of sPECIAL Evucn i a7.

Prevalence Figures

It has been estimsted that about 10-15% of American
school childrea should be considered exceptional and
prov. ‘vd specisl education services. These figuree are
based on prevalence estissies published by the federal
governaent over the past tvo decades. Hovever, sowme
poiiticisans and critics of specisl education argL. that
exceptionality has been overestisated and that estima‘=s
should be considerably less thsn 10X. These critics
cite a United States General Accounting Office (GAO,
1981) report published in 1981, ss supportive of their
opinion. Hovever, advocates of specisl education cite
the very ss»e statistics ss being supportive of their
position (Display T-3.1.1).

In the 1981 GAO report, the prevalence estisastes
previously published by the government vere cospared

vith tatistices on the number of students currently

being served in each category of exceptionslity.

Needless to say, ihere vere large discrepancies betveen
the tvo sets of figures. The text of the GAO report,

along with the figures, indicated thst during the 1980-

81 school yesr there vere s substantisl nusber of
exceptionsl students vho had not been identified or

served. The report indicsted that only spproximately

4.J sillion students vere receiving specisl education.

This figure is roughly half of the government’s esti-
sution that there sre 8 million handicapped students in
the United States. Also, some vould srgue that sany of
th2 unidentified and uncounted hsndicspped sre school drop-
outs, expellees, or sre among our incsrcersted populstions.

Opponents of the high prevalence figures srgue that the
8 million estimate ism far too high. They feel that moat
students in nu~d of specisl education sre presently
being serv 3. They further claim thst sany of the
students formerly thought to be sildly handicspped are
instead just slightly below average in abjlity and/or
achievement. Likevise, they argue thst these slov
learners and others in need of vemedis] educstion csn be
adequately served by regulasr teschers.

Certainly, there sre no easy conclustons tc be drawn
fros these arguments. The truth probsbly lies smosevhere
betveen the tvo extremes. Definitions s-e sufficiently
vague and subjective to allov the possibility thst mome
adsinistrators and teachers ignore the needs of sany
sildly handicapped students in order to hold down the
high costs of specisi educstion. As Kneedler (1984)
points out, it is ironic that some handicapped children
say go unserved vecause of the provisions of 94-142,
instrad of it being the other vey around. 3choolm ssy
fail to identify sll hsndicspped students in order to
avoid financisl dissster or prusecution for fasiling to

8
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provide services to el. identified students (Ksufman,
19682; Magliocca & Stephens, 1980).

Incidence Figurea

Aside from the compsrison of prevalence and incidence
rates, the GAO report indicated thst the °typicasi’®
special education atudent is young (presdoleacent),
msle, snd mildly handicapped (GAO, 1961, p.11).
Although ssles cosprise sbout 31X of atudents age 3 to
21, tvo thirds of all students enrolled in special
educstion sre msles. Additionslly, the results of »
Research Triasngle Institute aurvey (Pyechs, 1980)
indicsted that 31% of the students currently aserved in
special education have aild handicaps, vhile 36% have
moderate hendicaps, and 13X sre claasified as aevere.
The GAO report indicaced that 8.33X of all achool sge
children vere being served ss handicapped in 1980.

Another study conducted by the Office of Civil Rights
{1980) indicsted that vhile blar - students comprise 16X
of public achool enrollwent, they constitute 21% of the
enrollment in special educstion progracra. White
students, vho make up 73X of the public achen
enrollment, sccount for only 71% of apecisl 2aication
clasasses.

The incidence of handics s smong the population of
incarcerated youth indicates that s diaproportionate
nuaber of individuals in correctional facilitiea are
eligible for specisl educstion plscement. Hesainger
(1976) found that spproximately 80% of the youthfuil
offenders processed at the Virginis Stste Recepticn
and Disgnostic Centera bi. ‘robless in °*paychcmocial
sdjustment,” along vith s poseibie incidence of mental
retardation at the rate of nesrly 14X. In a study ox
one hundred and sixty-six (166) youths admitted to tvo
state correctional facilities in Wiscunsin, Prout (1981)
reported s seventy-one percent (71X) rate of suspected
exceptinnality. Studies of the prevalence of specific
reading, langunge snd lesrning dissbilities in the
juvenile delinquent populatior indicste ® rate of
betveen 32% (Ziamerman, Rich, Keilitz, & Broder, 1981)
and 90X (Compton, 1974; Trogdon, 1978; Jscobson, 1974;
Porembs, 1973). MNorgan’s (1979) study of 204 astate
correctional facilities in the United States indicated
that 42X of incarcerated juveniles possessed some type
of handicep.

Others (Keensn & Hsamond, 1979) srgue thst by virtue of
their incerceration, these students mseet the definitiona
of handicapped under both 94-142 snd 304. They state
that °the fact that a child has been removed from hias
home and achool env anment for his ovn protection, for
society’a protection or 20or vhatever other reasson...

([ conrent ourLine @)

should be taken as proof that the child suffers from:
(a) an insbility to learn vhich cannot be explained by
intellectusl, sensory c; “ealth factors; lor) (b) an
inability to build or maintain sstisf .ctory
interpersonsl relstionships vith peers and teachers. *

A recent cross-sectionsl study conducted by the National
Center for State Courts (Dunivant, 1982; Ziameraun, et
al., 1981; Keilitz & Miller, 1980; Broder, Dunivant,
Smith, & Sutton, 1981) did in fact stteampt to establish

s relationship betveen lesrning dissbilities and juvenile
delinquency. Dsts from this study indicated that learning
disabilities vere more prevalent in the sdjudicsted delin-
quent population than smong non-delinquents. Thias study,
hovever, rejected the hypothesis of School Failure snd
Suaceptibility (Murrsy, 1976) aa the cause snd ir~'ead
proposed s "Differentisl Trcatment Hypothesis.® Since
study findings revealed that learning dissbl i snd non-
learning disabled students reported engaging in the asame
kinds of delinquent behsviors, it vaa postulated that
differentiasl trestment results from evidence of the
child’s failure in achool, from a reaction to something
sbout the child himself, or both. For vhatever resaon,
the LD child ia treated differently for the sase delinquent
bshavior and as a reault is such more like'y to become
incarcerated (Zimmerman, et sl., 1981).

3.1.3 Difficulties vith Figurea

As ve mentioned » fev minutes ago, there has bzen aome
problem in reconciling the large differencea in the
prevalence snd incidence figures for handicapping
conditions in genersi. These probless also carry over
into the correctionsl setting, vhere it ia not entirely
clesr vhat the incidence rates are.

48 in the public schools, some of the diacrepancies may
be a result of the correctionsl fscility's reluctance to
identify large numbers of handicapped atuvdents becauae
of the finsncial burden that vould be placed on the
institution.

Other discrepancies csn be due to ssseasssent snd
identification Procesaes eaployed in correctional
facilities. For vhztever resaons, there ia 8 grest
degree of veriasbility in reported incidence rstes, s
some states count sll incarcerated juveniles a3
handicapped vhile others count very fev.

3.2 After s student has been evaluated snd found to be eligible
for services under P.L. 94-142, sn Individuslized Educstion
Program (IEP) ia developed. This individusl.zed progras ia »
vritten astatement of the gosls snd objectives that sre to te
met in providing an sppropriaste education for the student.
The IEP muat be in effect before any apecisl education or
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that student, not thut they sssure sttainment of those
goals. Hovever, if a student vas not making sdequate
progress tovards sastery of his or her individuasl
objectives, one vould have to question the ‘appropri-

related services sre provided snd must be implemented as soon
am possible folloving its development (Diaplay T-3.2).

ERIC

Aruitoxt provided by Eic:

3.2.1 It is the reaponaibility of the public sgency to initiate ’ . ,
and conduct an IEP meeting vhenever it is nec. ssmsry to ateness’ of the goals or perhaps the ‘appropriateness
develop, reviev or revise the individuslized program of of the educationsl programs/methods being used.

a handicapped student. When 8 student is referred to 3

specisl educetion for the first tiwe sn IEP meeting must +3 Service Delivery

be held vithin 30 calendsr days from the date that eligi-

bility ves determined. Once s atudent is receiving servic- 3.3.1 Cascade of Services

es, then periodic revievs of their prograsm must be conducted

st lesat annuslly. More frequent revieves and revisions csn With the passage of 94-142, school districts have been

be initiated vhen necessasry. required to develop a conttinuua of services for
handicapped rtudents vithin their diatrict. Meny

3.2.2 These IEP meetings should be scheduled st ® convenient districts have patterned their services on Deno’s ('970)
time to encoursge and facilitate psrental involvement in Cascade System of Special Education S.rvice or on Dunn’s
the development of the educationsl program. Other (1973) modification of Deno’s vork. In both sodels
perticipents involved in IEP weetings vould include: » educstional decisions sre based on the lvarning needs of
representative ol the public sgency, the student’'s the atudent instead of on the particulsr categoricai
tescher, the student (vhen sppropriste}, and any other clsssification of the student.
individusls st the discretion of the parent or agency.

The models are diag.smed ss inverted pyrsaids (Display

3.2.3 To ensure thst the psrents of s handicspped student are T-3.3.1). These iisgrams illustrste the movesent from
sfforded the oppor'.un“.y to P.rl‘C‘P.l., lh.y should be least restrictive environment to most restrictive
nciitied esrly enough so that they may plan to sttend. environsent based on the services required for the
The meeting must also be scheduled st s mutually sgreed student to benefit fros their specisl education program.
on time &nd place. The notification sent to psrents In this model the least restrictive environment ia the
chould state the purpose, time and locstion of the regular class placement and the soet restrictive ia the
meeting and vho vill sttend. speciul residentisl school.

2.2.4 Aside from designating vho is to take pert in the 0f the levels of service depicted in this model, the
development of the IEP, the lsv slso stipulates the first five can be provided within the context of the
basic content of the document. First, » statement regular public school. Levels one through four sllov
regsrding the student’s present level of educations. the handicapped student to sttend regulsr clssses vith
perforssnce must be provided. Based on this infor- t“eir nonhandicapped peers. Supportive help ia provided
sstion, s list of snnual goals and short term instruc- through consultstion vith their regulsr class teachers
tions) objectives should be developed and included. or by sttending » resource room for part of the dsy.
Once these have been vritten, a statement must be
provided vhich delinestes the specific specisl edu- The resource room has been sn outgrovth of the
cstion and related services that sre to be provided dissstisfaction vith the self-contsined specisl
and the extent to vhich the student vill participste clsas and the movement tovards normalization for tre
in regular educstionsl progrsms. A projected dste handicapped. It is wulso s recognition that oeae
for initistion of services is slso required, slong students are more similar to other students than they
vith sowe indication of the durstion of the serviceas sre different. Support for the use of resource rooms
being provided. Finally, the IEP must include objec- has grovn out of the argument that they: (1) provide for
tive criteris, evslustion procedures, and schedules grester organizational effictency, (2) help to reduce
for dﬂ.orltntng vhether the Obj'ct‘!l.. are b.tng net. the ﬂligl.l‘z.l‘on of the h.ndtc.pp!d student, and {J)

they place more emphasis on inatructional rewedistion.

3.2.5 One concern that has been voiced regarding IEPs is that

~f accountability. The re¢ .stions clesrly state that
.:e lsv dous not require sny agency, teacher, or other
person be held sccountsble vhen s student does not
sctieve the snnusl goals anc objectives specified ir the
IEP. The intent is that the IEP serves to identify and
sonitor the goals that sre educationslly reievant for

The resource room is generally an inatructionsl setting
shere the students receive educatinnal services on 8
regular, but part-time basis. When not in the resource
room, the student is assigned to regular clasaes.
Resource room instruction vould be proviZed in those
subject areas vhere the student demnr-Z(rstes a sig-
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nificant discrepancy betveen ability snd achievement.

A variety of subjects snd skills have been taught in
resource rooms depending on the philosophy of the
osrticu. ar school or district. Subjects ordinsrily
tsught are basic skills asreas in reading, math, vriting,
snd spelling. Others may inclvde instruction in socisl
skills, scademic survival gkills, snd various content
ares subjects.

Students st level five require full-time placement

in s special class vith other exceptional students.
Traditionally, these self-contained classes cere
categorical in nature, mesning that they served one
dissbility grcup (i.e., hesring impaired, physicelly
handicspped, lesrning dissbled, emotionally disturbed,
mentally retsrded). In the psst, this vas the most
prevalent service delivery option used by the public
schools. 1If y '\ did not fit into s regular class, “hen
s special class placement vas the only other placement
option. Today, in some more rural sress, the seli-
contained cliss has become somevhat more cross-
crtegorical vith several lov incidence populstions
being grouped together.

Although these students msy require self-contasined class
placements in order to receive sppropriste services,
P.L. 94-142 mandates that sll handicapped students, to
the maximum extent sppropriste, be educated vith nonhan-
diceoped peers. It is therefore required that educstors
provide opportunities, such as at lunch time, at recess,
during physicsl educstion, and in other recrestional
activities, vhere these students can interact vith
nonhandicappec peers.

Becsuse the students are removed from the regulsr public
school and their opportunity to interact vith ncnhandi-
capped peers is grestly restricted, the last three types
of placemencs on the pyramid are seen a8 much more
restrictive in nsture. Along vith self-contained
clasases, 3mpec . school placewents have also been
traditional options in specisl educstion. As v have
noted, the first programs for handicapped students vere
provided in special segregated schools for the desf,
blind or mentally retarded.

Because of the stigmatizing effects that residential or
instituticnal cere can have on handicspped students,
they sre considered by many as less desirable placement
options. As a result, many more desg, blind, wentally
retsrded, or behaviorslly disordered studants are being
served in special day treatwent prograss. Howmebound
instruction ic wsuaily reserved for students vho sre
physicslly unable to sttend classes. It is slso used as
an interim service vhen determining sppropriste
placement for emotionslly disturbed or behaviorally
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disordered stujents.

In sddition, intersgency agreements have zlloved some
institutions to provide services for lov incidence
populations vithin the prison setting. In one instance,
8 deaf prisoner vas alloved to attend s nearbly state
school for the deaf by being bused back snd fnrth
betveen the school snd the prison. Others have con-
tracted for services from itinersnt teachers vho come
into the correctional setting to provide gervices.

Furthermore, instruction hss slso been provided vithin
the most cestrictive setting in correctionsl institu-
tions, namely, lock-up. In some facilities, vhen inmate
behavior permits, and the inmate is to be confined to a
locked situstion that vill prohibit h.s attending classes
for more than 8-10 days, "homebound® instruction has been
provided in thst setting.

We can as correctionsl educators provide a continuum of
services vithin the institutionsl setting vhich complies
vith the intent of 94-142 and meets the needs of our
handicapped students. It may take & little more
ingenuity on our psrt and s lot sore cooperstive agency
agreements, but it is possible.

Aside from a cascade or continuum of services, special
educators also spesk of services in terms of vhether
they sre direct or indirect. Direct services can be
provided in several vays. Any time handicagped students
stt.nd s special class, see the gpeech theraspist,
occupational therapist or adaptive physical education

t acher, or receive specislized vocational training,
they are receiving direct services fros a special
educsator. Additionally, many school districts, ss vell
as some correctional educstion programe have adopted
consulting teacher msodele or itinerant teacher models to
augment their direct service options.

The consulting teacher model has been adopted by some
programs to facilitste the mainstreaming of handicapped
students. A consulting teacher often operstes in & dual
capacity by providing direct services to the student vho
is mainstreamed in a regular class or by providing
indirect services. Direct services might involve the
special education teacher going into the reguler
classroom to help the student vith regular classroom
sssignments. To make this a more viable option, the
teachers may group several handicapped studente into o
mainstream class 20 that the consulting tescher can use
their time more efficiently. The provision of indirec’
services may involva: inservice trasiniag of regular
educstors; sdspting of curricuium msterials to be used
by the regulsr teacher or vocational trainar; writing
IEPs vhen the instruction is to be offered in the
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regular class: etc.

Sometimes, due to sparcity of population, the resource
room teacher or consulting teacher vill operate on an
itinerant bssis. A person serving in this capacity
may travel to more than one school during ti.e day or
veek. Itinerant teschers are used vhen it ig not
economically feasible to provide & teacher for a saall
nusber of handicepped students or in instances ‘here a
correctionsl facility may not be sble to recru.. s
speciaslized person to vork on s full-time basis.

Least Restrictive Environment snd Nainstreaming

Whenever ve speak of a continuus of services or the
provision of specisl education, ve constantly encounter
the terss lesst restrictive environment snd msinstream-
ing. They are perhaps the tvo most misinterpreted terms
snd the tvo thst have given regular educators the most
nightmares and apprehensions regarding special education
(Display T-3.3.3).

To begin vith, 94-142 never mentions the term mainstreaming.
Instead the lav refers to the requirement that handicapned
persons be educsted in the least restrictive envircument.

It slso requires thst to the maximus extent appropriate,
handicapped students sre to be educated vith nonhandicapp-
ed students. Hovever, this does not mean that all handi-
capped gtudents sre to be placed in regulsr classes, nor
doce it wean that it is appropriste for all to be placed

in rejular schools. Appropriasteness hae to be detersined
on the basis of individual needs. For a severaly emotion-
ally disturbed student, the least restrictive environsent
vhere he can benefit trom specisl education ssy be s
residential facility. Additionally, the lesst resirictive
environment for a deaf student may be the regular class vith
some modifications to the environment.

On the other hand, —ainstressing is the concept of
moving “andicepped individusls fros wore restrictive
settings into the mainstress of society. One exsapie of
this is the moving o. s handicspped gtudent from a self-
contained clsss into s regulsr school class for all or
part of ths schooi dsy.

AS » result of 94-142 and the concepts of lesast restric-
tivr environment and mainstressing, the concept of specisl
educstion has begun to move from s place-oriented to a
service-oriented focus. In the past, if a student vas
labeled as mentally retarded, it vas sssumed that the
student should ba placed in s clsss or school for the
retsrded. Sisilar sssusptions vere sade for desf,

blind, and lesrning dissbled students. The type of

label sssigned to the student often dictated whst

services vould te svailsble to that student, ss vel. as

3.3.5
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the locstion nf those services (i.e., state residential
schools, specisl day schools, etc.s. Today, many special
educators viev lsbels ss merely “tickets® through the
*door" of specisl education. Once through thai door,
labels should be discarded and decisions made on the
basis of the psrticulsr services needed by that student.
As a result, ve nov see students labeled ss “mentally
retarded, " *lesrning dissbled, * or "behaviorally
disordered® beino served, at the same time in the same
resource room, on the basis of the particulesr skills in
need of remediastion.

Assumptions regarding services and placement, made
strictly on the basia >f a label, are no longer vslid
specisl education practices.

An important component in the movement from a place-
oriented concept to s service-oriented concept, and from
the more restricted setting to the lees restricted one,
is the provision of related services. Under 94-142,
districts are required to provide the related services
thst sre necesssry for s handicapped student to benefit
fros his/her specially designed educational progras.

The ares of related services has been a hot issue since
the publishing of the 94-142 .mplementing regulations.
As ve have mentioned, several ssjor lav suits have
resulted snd the first 94-142 case to he heard by the
Suprese Court involved related services issues. Related
~ervices can include, but are not limited to: speech
therspy; physical or occupatinnal therspy;
transportatior to and fros services; counseling or
gvidance services; psychologicsl services; fasily
counseling; medical evstustions requirad for disgnostic
purposes; interpreter services; catheterization;
sdaptive physical education; etc. The key requiremsent
is that the service be required in order for a student to
benefit fros their sgecisl educstion. In the Tatro
case, clesn intermittent catheterizstion vas required in
order for the student to remsin in school during the dey
snd thereby profit from her specisl education program
As 8 result, the cour’ ruled this ves & legitimate
related service snd required that it be provided.

The lav, hovever, does not require that the scaool
district pay all costs, only that these services be
pravided " no cost to the pasrents. Sometimes, parents
may have insurance policies that pay part of the costs
of such services, and vhen they do it is very sppro-
priate for the insursnce compsnies to do so. Another
option for tha provision of ser: is through
intersgency agreements vhereby we of the costs are
sbsorbed in other agency’s budgets (i.e., Hental Health,
Public Health, etc.).
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4.0 CURRENT ISSUES IN SPECIAL AND CORRECTIONAL EDUCATION 4.2.1.2 Funding of special educstion programs is
focused on traditional castegorical labels.
4.1 Labeling
4.2.1.3 Lsbels provide 8 basis for communicstion.
1.1.1 Adventages
4.2.1.4 Training prograss snd certification

4.1.1.1 Ensbles school sged children and youth practices sre often structured sround
access to special education services. traditicnal categories.

4,1.1.2 Permits adults eligibility for government 4,2.1.3 They highlight problems as s means
sssistance prograss (e.g., rent subsidy, of servicing support.

vocational rehsbilitstion, msedicel services.
4.2.2 Rationale for non-categoricsl spproschees

4.1.1.3 Ildentifies students vith similar character-

istice for the purposes of instruction. 4.2.2.1 Disgnostic classificstion reprezents 8
medicesl disesse or psthology focus rather
4.1.1.4 Provides s focsl point of sdvocacy. then sn educstionsl focus.
4.1.1.5 Cevelops a target group for resesrch. 4,2.2.2 Students sssigned to one category of
dissbility sre nct homogeneous and
4.1.1.6 Fscilitstes resesrch into etiology vhich exclusive of students sssigned to other
could result in preventive weasures. disability categorica.
4.1.2 Disadvantsges 4.2.2.3 It offers little if sny sssistance in

the selection of instructionsl programs.
4,1.2.1 Negative sffect on teschers’ expectations
of s student’s scademic perforssnce. 4.2.2.4 It feile to identify ssny students in
need of epecisl educstion services.
4.1.2.2 Focuses on students’ csficits rsther
than strengths. 4.2.2.5 HNegstive effects on si.dents, teachers,
and family.
4.1.2.3 Labels sre difficult to remove.
4.2.2.6 Category membership resuits in
4.1.2.4 Implies that the problem is internal overgenerslizstions.
to the student rather than external.
4.2.2.7 Results in overrepresentation of
4.1.2.3 MNay produce limits on behsvior minorities.
thet is considered accer ™le.

4.3 Transitioning Youth i.to the Community

4.1,2.6 Detrimentsl effects on a person’s
self-perception. 4.3.1 Problems and concerns

4.2 Cavegoricsl ve. Non-categorical Specisl Education 4.3.1.1 Handicspped youth often drop
out of school.
This issue is closely relsted tc the issue of lsbeling.
The focsl point of debate is vhether handicapped students 4.3.1.2 Hendicapped youth sre frequently
shouid be grouped for instruction sccording to their underemployed.
diagnostie cstegory or according to their needs.
4.3.1.3 Hendicapped youth sre frequently

4.2.1 Rationsle for categorical approsches unemployed.
4.2.1.1 In sowe cases cstegories do differentiate 4.3.1.4 Service delivery systems to youth
5)23 students vith different needs (e.3., mild outside of school are fragmented
and severe). and disorganized.
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4.3.1.S Incarcerated youth have additional
probless transitioning into tbe community
becsuse of their status.
4.3.2 Recommended directions
4.3.2.1 Development of transitional plans.
4,.3.2.2 Interasgency collabo: .tion.

4.3.2.3 Developaent of effective vocationsl
programs.

4.3.2.4 Development of educational programa
that effecti ely tesch functional
skilla.
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CONCEPTS OF NORMALITY

STATISTICAL: represented by ‘normal’ or Gaussian
Curve variability from the average is
expressed in standard deviation units.

3 vd
1 14 164
10 1s 130 148 160

wWeiC-R s

MEDICAL: measurements of bodily functions; range
of average scores.

SOCIAL: more relative to the context in which it
Is being measured.
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SPECIAL EDUCATION TERMINOLOGY

EXCEPTICMNAL : encompasses any student whose performance deviates
$rom normalj includes the range from Jifted and
talented to severely mentally retarded.

HANDICAPPED: refers to problems or differences encountered as a
result of a phrsical disability or behavioral
characteristic.

DISABLED: when a person’c ability to perform normal tasks is
limited by a physical problem.

IMPATRMENT ;. synomous with disability.
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AREAS OF EXCEPTIONALITY

VISUAL IMPAIRMENT: 20/2090 or restricted field of vision with
widest angle less than 20 degrees is considerec
blind

20/78 or less with correction is considered
visuvally impaired

HEARING IMPAIRMENT: hearing acuity is measured in decibels (levels
of loudness) and hertz (frigquencies of sound)

PHYSICAL / HEALTH
IMPAIRMENTS ! includes chronic or acute health problems;
neurological impairments; congenital anomalies.

COMMUNICATION

DISORDERS: includes expressive and/or receptive language
disorders; speech impairments

SOClAL 7/ EMOTIONAL: must be demonstrated over a long period of time

and to a marked degree; adversely affects
academic performance} does not include
socially maladjusted
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INTELLIGENCE :

MULTIPLE IMPAIRMENTS:

AREAS OF EXCEPTIONALITY

either end of the continuum; top 3-%/
constitutes GT, which are not included under
94-142.

bottom I. of school age considered mentally
retarded; must demonstrate significantly
subaverage inteiligence concurrently with
adaptive behavior deficits.

Level Intelligence Test
Stanford-Binet Wesghsler
Mild 48-32 79-395
Moderate S1=34 34-49
Severe 35-29 39-29%
Profound 19-below 24=-boiow

learning disabled fall within the normal range
of intelligence; do not achieve commensurate
with their age and ability levels in one or
more areas, when provided with appropriate
learning experiences.

discrepancies can be in the following areas:
oral expression, listening comprehension,
written comprehension, basic reading skill,
reading comprehension, mathematics calculation,
or mathematical reasoning skill.

significant number with chromosomal
abnormalities; genetic or metabolic disorders;
two or more impairments concurrently affecting
education.
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SCHOQL ATTENDANCE:

DROP QUT RATE:

DECLINING
ACHICVENENT SCQRES:

FAILURE BATES:

PROBLEMS IN THE EDUCATIONAL SYSTEM

8/ of the total student body nationwide are
absent from school daily;

in larger districts absenteeism can range from
14 - 234

1979 Census figures showed two million
students between 7-17 were not in school;

$igures do not include: those suspended or
expelled, handicapped or pregnant teenagers oOn
homebound instruction, or those functionally
out of school

in 1975, 498 of the adult population still had
less than eleven years of schoeling

8%/ of the 4 million handicapped students were
not performing adequately;

S million students were enrolled in
compensatory education programs

18% of the total student body drops
out eacn vear;

however, 22, of all American Indians drop out,
29% cf the Hispanic students drop out, and 134
of > students drop out;

min.. :ties perform lower on standardized
achievement scores;

with the exception of Oriental Americans,
minorities typically score one standard
deviation below white students in the first
grade; they are even further behind white
students in the 12th grade.
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EMERGENCE OF SPECIAL & REMEDIAL PROGRAMS

Special Education-===~-=cc=s=cc~-- Regular Education
clearning-house for students students on their wa;
or their way to institutional to higher education,
care vocational training,

etc.

ELEMENTARY & SECONDARY
EDUCATION ACT: Title 1 funds providing compensatory educatior
f$or the economically disadvantaged;

in the 1978-79 school yeir:

-=(7/ of all schools in US receive funds

-5 million students enrolled annually
--most in grades ! - 4

-=11% of all US students required compensatory
education

1943 VOC..TIONAL
EDUCATION ACT: provided for vocational job training programsj

$oliowed recently by P.L., 98-324, the Carl
Perkins Vocational Education Act which places a
new emphasis on vocational training for the
hanaicapped
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1-2.3.3 A

RIGHT TO EDUCATION FOR THE HANDICAPPED i1OVEMENT

Three important principles of constitutional tas
1) the federal goverment only has those powers that are specifically
granted by the Constitutionj all others are reserved to the states;

2) the Sth and 14th amendments guarantee due process rights

3)  tie Sth and 14th amendments guarantee eGual protection under the law

How do the feds get into education?

--  CERTAIN STATUTORY LAWS
--  EQUAL PROTECTION CLAUSE
-- DUE PROCESS CLAUSE

--  ARTICLE I, SECTION 8

108 110
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LEGISLATION AND LITIGATION IN RIGHT TO EDUCATION FOR THE

HANDICAPPED MOVEMENT

| BROWN v, BOARD QF EDUCATION:

‘ 3 TION:
PARC v, P NA :
MILLS v. BOARD QF EDUCATION
QF_THE QISTRICT OF COLUMBIA:

1954 Supreme Ct decision ruled

segregated schools violated the equal
protection clause of the 14th
anendment

1947 Washington, D.C, court declared
tracking system violated equal
protection clause

1978 California case ruled that
minority students must be tested in
their native language

1971 retarded should be provided
FAPE, in the LRE; stipulated
automatic reevaluation and Jue
process procedures

1972 concept that equal was not
*equitable”; ruled that exclusion of
emotionally disturbed students
violated the equal protection clause;
introduced the concept of due process
hearing officers

Section %84 prohibits discriminationon
Lasis of handicap; regs published on

passed in 197%; regs published in Oct,
1977; provides discretionary funding
of excess costs for educating
handicapped students
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SECTION 304 OF THE
REHABILITATION ACT OF 1973

*no otherwise qualified handicapped individual
+sssshall solel, by reason of his handicap, be
excluded from the participation in, be denied the
benefits of, or be subjected to discrimination under
any program or activity receiving federal financial
assistance*

Provisions of Section 3504

-- defines & forbids acts of discrimination

-- requires recipients to make reasonable
accommodations to the handicaps of applicants
and employees

-- requires recipients to make their programs
accessible

-- stipulat>a that programs must be operated
in a nondiscriminatory manner

-- mandates a free appropriate public education
for sll handicapped students

112 1
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1-2.3.4.2

THE EDUCATION FOR ALL
HANDICAPPED CHILDREN ACT:

implemented in 1977 to fund the excess costs of
educating handicapped students

mandated services for 3-18 year olds by 1978 and
3-21 year olds by Sept, 1989

Major Provisions of P.L. 94-142

-- guaranteea that to the maximum extent
appropriate handicapped are to be educated
vith nonhandicapped anc in the LRE

-~ 1instituted evaluation and placement
procedures that guard against recial or
cultural bias

-- all handicapped students wust have IEPs

-- due procese procedures of prior notice,
consent, and right to be heard

114
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EDUCATION FOR THE HANDICAPPED ACT
AMENDMENTS OF 1983

These amendments provide for discetionary grants for secondary
education and transit. ,.al services:

funding priorities:

-- transitional strategies and techniques
-- modzl vocational programs
-- cooperative models for traneitions

-- research projects in secondary education

CARL PERKINS VOCATIONAL EDUCATION ACT

P.L. 98-524

Regulations vere published on June 15, 1985 to be impiemented the
folloving school year.

-- 10% set aside funds for special education with
stronger matching and excess costs provisions

llb ~= many new sssurances guaranteeing equal accees
and recruitment of handicapped students to a 11
Q full range of progranms. JHL /




WHO IS BEING SERVED IN SPECIAL EDUCATION?

Q
-
=@
-l
The Percentage of Children 3-2! Served During the 1980-81 m
School Year & Estimated Prevalence of Handicapping Conditions b
(=]
-
HANDICAPPINT CONDITION PERCENIAGE OF RANGE. OF PREVALENCF w
CHILOREN SERVED ESTIMATES ‘E
Low MIGH EE
Mentally retarded i 74% 13% 2.3% m
Hard of heanng 0.08 0.3 05 =]
Oeat 0.08 0.075 0.19 —
Soeech impaired 2.40 2.4 40 >
Visually handicappen 0.06 005 0.16 ~ =
Emononally disturbed 0.72 1.2 20 =2
Orthopedically impawred 0.13 0.1 0.75
Other health impared 0.2t 0.1 gzs
Specific learng disabled 293 i.0 )
Totat 8.35 ) 6.528 13.68

Source: Dispanses sall exet 1t wid Qers SO0l educaton. Report 10 ihe Chawtnan, Sudcomrmwies on Select
Ecucasan, Commeaee on Soucason and Laboar, House of Representasves of the Urwed Siaies. Scplemoer 30, 1981.
Gathersburg, Md.: U.S. General Accounang Ofice. p. 54

(KNEEDLER, 1934, e, 11)

Comparison of Prevalences of Hzadicapping Conditions Among
Juvenile Offendsrs & Among the General Student Population

Handicap 7. Among 7 In
Juvenile General
Offenders » Paopulation#s
Emotionally Handicapped 14.1 2.9
Specific Learning Disabled 18.4 3.0 Mentally
Retarded ?.3 (a) 2.3 (B
Speech Impaired 1.7 4.9
Visually Handicapped 1.4 8.14
Hard of Hearing 1.4 o
Other 1.1 73
Orthopedically Impaired 73
TOTAL 42.1 13.45

% From Morgan (1979)
#% From the GAC Report (1981)

I'Te-1
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(a) these figures reflect only the mild - moderate range
(B) these figures reflect entire range of mental retardation
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1EP DEVELOPMENT:

---contains a written statement of the goals :- 4 objectives that
are to be met in providing an appropriai. . cation for the
student

---must be developed within 30 days of the date eligibility was
determined

--=parent participation
-=-gtatement of specific special education and related services

to be provided and the 2xtent to which the student will
participate in regualar classes
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NOST LEAST
Number of Students Restrictive
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4. Regular Class vith Supplementary
Instruction and Services

LEAST eescccces HOST
Naxber of Students Restrictive
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MAINSTREAMING!

Mainstreaming refers to the practice of placing handicapped
students with nonhandicapped peers for all or part of the

school day, as opposed to educating them in self-contained
classrooms.

LEAST RESTRICTTU'E ENVIRONMENT:

The LRE is the educational environment that is as normal as
possible, given the student’s individual educational needs:
For some students the LRE is a residential facility, while for

others it may be the regular classroom, OF 3 Fesource room
with support services.




TRA‘IG EVALUATION:

C/SET MODULE: DATE:

TRAINER:

Please answer the following questions as honestly as you can. Your
responses will be used for the following purposes:

I. To assist trainers in evaluating training effectiveness.

2. To assist in planning future training sessions.
3. To assist in revising C/SET training modules.

General Questions (Check One)

I. Was your attendance at tre session(s):

a. by your own initiative to gain information on
the topical areas?

b. by your own initiative as respite from the classroom?

c. a requirement you felt good about?

d. a requirement you sould rather not have had? f

Comment (Optional):

o overview of speciaL EoucaTif)

3. How appropriate was the length of the trainiag session(s)?

____much too long
somewhat long
Just right
___ somewhat short
much too short

Comment (Optional):

Specific Questions {Check One)

2. Training session(s) were:
3. held at a conveniont time and day of the week.

b. held at a convenient time hut not a convenient
day of the week.

c. held at a poor time but on an appropriate day
of the week.

d. net.her convenient as to time or day of the week.

Comment (Optional)

Sungestions for better time and/or day (optional):

1. What is your overall reaction to the information presented in
the session(s):

I see little or no application

1 might apply it, but first I need more information
I might apply it, but firct I need more in-situation

" feedback and support

I will apply it; it could result in an increased

effectiveness

I have applied it and have found it useful

I have applied it and have found 1t to be ineffective

Comment (Optfional):

2. The information presented was:
new and exciting
the same old stuff with a different bend
nothing new

Comment (Optional):

3. The presentor was:

knowledgeable and interesting
knowledgeable yet boring

unsure about the cuntent, yet interesting
unsure about the content and boring

Comment:
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to:
4. Media used in the session(s) was: Please send completed evaluations to
C. Michael Nelson, Ed.D.
—_ very effective Department of Spectial Education
. ddequate University of Kentucky
. Poor Lexington, XY 40506

Comment :

5. What was the most important learning that resulted from the
session(s)?

6. What was disappointing about the session(s)? What did you need
or expect to learn that you didn't?

7. What will you do differently in your classes as a result of the
tretaing sessions)?

Other comments or suggestions:



